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ABSTRACT
Strengthening Teacher-Student Relationships: Identifying Strategies From Capturing
Kids’ Hearts National Showcase Schools
by Allison Cano
Purpose: The purpose of this qualitative study was to explore and describe the strategies
that elementary teachers use to establish, maintain, and restore positive relationships with
students in Capturing Kids’ Hearts National Showcase Schools.
Methodology: This study included 12 teachers from 2 elementary schools in California
who received the National Showcase Award for their implementation of the Capturing
Kids’ Hearts program. The principals of the 2 schools were asked to each recommend 6
teachers from their site, based on criteria provided by the researcher. Data was collected
through the use of classroom observations, interviews, and artifact analysis.
Findings: In order to establish, maintain, and restore positive relationships with students,
teachers in Capturing Kids’ Hearts National Showcase Schools use a variety of strategies
to learn about students and their personal lives, empower them to have a voice in the
classroom, and to reinforce positive behavior. When a negative interaction occurs,
teachers make time to address the situation privately, and allow students a fresh start to
change their behavior.
Conclusions: The findings of this study led to 3 major conclusions. First, the Capturing
Kids’ Hearts program is beneficial in helping teachers establish, maintain, and restore
positive relationships with students. Next, teachers must be intentional in their practices
in order to establish, maintain, and restore positive relationships with students. Finally,
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establishing, maintaining, and restoring positive relationships require a significant
amount of quality time spent between teachers and students.
Recommendations: It is essential that teachers receive professional development on the
benefits of positive teacher-student relationships, and the strategies that foster these types
of relationships in classrooms. Additionally, programs that focus on the development of
positive teacher-student relationships, such as Capturing Kids’ Hearts, should be
implemented in all schools. Finally, more classroom-based research should be conducted
on the development of positive teacher-student relationships at all school levels.
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CHAPTER I: INTRODUCTION
In 2009, the United States saw a combined effort from various state leaders to
develop new academic standards for public school students in the nation. This effort led
to the Common Core State Standards, which have widely been adopted by 42 states, the
District of Columbia, and four U.S. territories (Common Core State Standards Initiative,
2018). The Common Core standards were developed on real-world learning goals with
the aim of achieving college and career readiness for all students. With students from
varying demographic backgrounds, even within the same classroom, it became apparent
that the nation’s approach to public education needed to change if all students were to
achieve high-quality education (Center for Public Education, 2012). In trying to identify
and meet the needs of today’s students, the need for rigorous and relevant curriculum was
evident. Additionally, a second priority of providing students with the social and
emotional support they need to learn also emerged at the national level.
With these shifts occurring at the national level, educational leaders in California
have been tasked with developing frameworks and curriculum that support the social and
emotional development of all children. Many schools have looked to social and
emotional learning (SEL) to assist them in this process. SEL is defined as “the process
through which children and adults acquire and effectively apply the knowledge, attitudes,
and skills necessary to understand and manage emotions, set and achieve positive goals,
feel and show empathy for others, establish and maintain positive relationships, and make
responsible decisions” (Collaborative for Academic, Social, and Emotional Learning
[CASEL], n.d.-d, para. 1). It is a systemic framework that many states are exploring to
provide students with safe and supportive learning environments while also teaching
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them the skills they need to be successful in life. While more and more states work
toward adopting their own SEL frameworks, local school leaders have turned to SEL
programs, such as Capturing Kids’ Hearts, to meet the social and emotional needs of their
students (Shafer, 2017). The Capturing Kids’ Hearts program is designed to promote
positive behavior and character development in students through positive relationships
with their teachers (Burgess, 2017; Stealey, 2010). The program has seen many positive
outcomes in schools across the nation.
Positive teacher-student relationships are the foundation of SEL (Gunter,
Caldarella, Korth, & Young, 2012). Students can only achieve the emotional and
cognitive growth typically associated with SEL in schools with supportive climates and
positive relationships between staff and students (McCormick, Cappella, O’Connor, &
McClowry, 2015). Even though the importance of positive teacher-student relationships
is well known and accepted among educators, there is lack of classroom-based research
that closely examines these relationships (Henry & Thorsen, 2018). The current literature
shows a need for additional research on the specific strategies that classroom teachers are
using to develop positive relationships with their students (Lippard, La Paro, Rouse, &
Crosby, 2018). A study done in schools that have implemented and benefited from the
Capturing Kids’ Hearts program would be especially beneficial since teachers in these
schools have found success by focusing on the quality of their teacher-student
relationships.
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Background
Social Emotional Learning (SEL)
SEL has become a critical component of public education with many school
districts putting requirements into place for the teaching of SEL throughout the nation.
Over time, it has become clear that a public education system that focuses only on
academics will not be enough to produce students who are capable of finding success in
their college, careers, and life. Before they can learn, children must have their physical,
social, and emotional needs met (Kansas State Department of Education, n.d.). After
analyzing college dropouts, the research shows that these are not individuals with
intellectual shortcomings but rather a lack of social and emotional competencies that help
them cope with the life changes and new stresses that college brings (Elias, 2014).
Outside of college, employers are also beginning to recognize the importance of hiring
not only employees who are qualified for their jobs but also those who have the social
and emotional capacity to do their jobs well (Elias, Nayman, Duffell, & Kim, 2017).
With these skills becoming more valuable in today’s world, frameworks have been
created for public school systems to adopt to help students acquire these skills. Schools
with such SEL frameworks provide students with the skills they will need to succeed in
life both during and after their K-12 education (Hoffman, 2017).
Five core competencies. The theory behind SEL revolves around five core
competencies that individuals must develop. CASEL (n.d.-d) identified these
competencies to be self-awareness, self-management, social awareness, relationship
skills, and responsible decision making. Self-awareness is a cognitive competence in
which an individual engages in intrapersonal dialogue and develops a deep understanding
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of his or her own thoughts, emotions, values, and behaviors. People with a strong sense
of self-awareness understand their strengths while using a growth mindset to help
overcome their weaknesses. Moving beyond self-awareness is self-management, in
which a person is able to control his or her own thoughts, emotions, and behaviors while
also setting personal goals and creating plans to achieve them. Beyond oneself, the social
awareness competence involves an individual being able to think about others beyond
him or herself, including people from diverse backgrounds. From that point, the
relationship skills competence comes into play where people are able to form positive
relationships in which they communicate, collaborate, and compromise with others of
different backgrounds. Finally, the responsible decision-making competence calls for a
person to utilize all four of the other competencies to be able to make the best decisions
for him or herself and others (CASEL, n.d.-d; Esen-Aygun & Sahin-Taskin, 2017;
Kansas State Department of Education, n.d.).
Approaches to SEL. The SEL framework is a multitiered systemic framework
involving all levels of the public education system (CASEL, n.d.-d). Starting from the
top, the values and climate of the organization must align with the social-emotional
competencies being taught to children. If the organization does not value this type of
character education, the framework will not succeed in its implementation. Once the
organization is on board with the SEL framework, management will begin to look at
curriculums for character education available for adoption as well as ways to integrate
SEL within the current academic frameworks. Once curriculum is adopted, teacher
instructional practices can be developed through ongoing trainings and professional
development. This will finally result in explicit SEL instruction in every classroom of
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the organization, ultimately providing a more well-rounded and high-quality instruction
for students overall. Elias et al. (2017) also stated that the involvement of families and
communities is essential for students to truly develop and hone the social and emotional
skills that schools are teaching them.
SEL and student outcomes. Research has found that the adoption of SEL
frameworks and curriculum has led to more positive student outcomes in a variety of
domains. The findings clearly show an increase in academic achievement in school
districts utilizing SEL for their students (Hoffman, 2017). More specifically, studies
have shown growth for students in math, language arts, and social studies and an
increased achievement on standardized testing (Zins & Elias, 2007). This is because SEL
helps to facilitate the learning process for students while they are in school (Zins, 2004).
In fact, Elias (2014) argued that SEL provides students with the skills necessary to be
successful in the collaborative nature of the new Common Core standards.
SEL has also proven to have benefits on students’ overall mental health. Students
who received SEL interventions were found to demonstrate more resiliency and less
internalizing of their problems (Cramer & Castro-Olivo, 2016). Students who had been
through a SEL program were also found to cope more effectively with school and life
stressors to possess more self-efficacy than their peers who had not received any SEL
instruction. Finally, participation in a SEL program has proven to reduce the risk of
overall unhappiness in teens while also positively impacting teen well-being overall (Zins
& Elias, 2007).
Improved social skills are another positive student outcome as a result of
participation in a SEL framework. Studies have found that not only do a child’s social
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and emotional skills improve with such participation, but they also have a more positive
attitude toward their peers overall. This attitude helps to foster the collaborative nature of
today’s Common Core classrooms (Elias, 2014). In some cases, a school’s overall
culture and climate have been improved as a result of the SEL practices being reinforced
on campus (Elias, White, & Stepney, 2014). Oftentimes, it is a student’s own emotional
development that allows him or her to self-regulate enough to result in more positive
interactions with his or her peers (Hoffman, 2017).
A final positive outcome of SEL learning is a decrease in at-risk behavior for
students. The social awareness and relationship skills competencies of SEL give students
the tool they need to avoid bullying their peers (Hoffman, 2017). In addition,
participation in a SEL program found students to have fewer absences, suspensions,
conduct problems, and drug use (Zins & Elias, 2007).
Capturing Kids’ Hearts
Capturing Kids’ Hearts is a character education program developed by the
Flippen Group that many school districts across the nation have adopted to help meet
their SEL standards for students. The program was designed to help teachers carry out
their teaching responsibilities in a more effective manner by building meaningful
relationships with students and creating a safe environment for them to learn (The
Flippen Group, 2006). The program itself is a transformational professional development
opportunity that provides teachers, administrators, and staff members with the necessary
skills to create high-performing, self- managing learning environments (Flippen Group,
2018c).
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Program outcomes. The Capturing Kids’ Hearts program has led to many
positive student and staff outcomes. Student behavior improved dramatically in schools
that introduced the program (Holtzapple et al., 2011). Students also experienced higher
academic achievement in schools that utilized the Capturing Kids’ Hearts program
(Sherwood, 2003). This achievement was evidenced through both student grades and test
scores across various content areas (Flippen Group, 2004). For staff, teachers’ selfefficacy improved after they were trained in Capturing Kids’ Hearts classroom
management strategies (Burgess, 2017). These improvements in both staff practices and
student behavior have helped to create stronger school climates overall in places where
the program has been implemented (Holtzapple et al., 2011).
National Showcase schools. The Flippen Group (n.d.-b) has started recognizing
schools that have witnessed positive student and school outcomes as a result of Capturing
Kids’ Hearts. Schools that have evidence of improvements to academics, behavior,
attendance, advancement rate, and climate are eligible for the award (Flippen Group,
n.d.-b). Since the award was first introduced for the 2015-2016 school year, over 200
campuses have received the high honor (Flippen Group 2016a, 2017, 2018a). Staff from
schools that have been recognized credit their positive outcomes to the way they treat
their students (Magers, 2018). Rather than just following the program’s curriculum, they
have fully transformed the way they interact with children. This makes Capturing Kids’
Hearts National Showcase groups an ideal resource for strategies that foster positive
teacher-student relationships.
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Positive Teacher-Student Relationships
In order to understand the meaning of positive teacher-student relationships, it is
first important to consider the meaning of relationships. Relationships can literally be
defined as a state of affairs between two or more people who are connected in some way
(“Relationship,” n.d.). The connection that relationships require involves sensitivity
toward and respect toward the other people in the relationship (Santrock, 2003). The
series of actions that take place in a relationship provide opportunity for a stronger sense
of connectedness and a stronger relationship overall between two or more individuals
(Dolezsar-Glarvin, 2010).
Dolezsar-Glarvin (2010) characterized teacher-student relationships as influential
relationships. These are relationships that are formed to create a change in one or both of
the individuals. Teacher-student relationships can be considered positive when they are
embodied with high levels of support for students and low levels of conflict between
teacher and student, though more research is needed to truly understand all of
characteristics that make up a strong teacher-student relationship (Wu, Hughes, & Kwok,
2010). Teachers must be fully engaged in their interactions with students in order to
develop strong relationships with them. Future research should be conducted that will aid
in the development of frameworks that incorporate strong teacher-student relationships
(Gablinske, 2014).
Effects on students. The development of strong and positive teacher-student
relationships has proven to be crucial to a child’s overall development. Student wellbeing, security, confidence, and happiness increase when there are strong teacher-student
relationships present in a school (Dolezsar-Glarvin, 2010; Gablinske, 2014). The
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development of such relationships also results in a greater sense of school belonging,
stronger peer relationships, and less externalizing behaviors demonstrated by students
(J.-S. Lee, 2012; Wu et al., 2010). Schools with a strong teacher-student relationships
help to create a very positive school culture and climate where all students are given the
supports they need to learn and be successful (Dolezsar-Glarvin, 2010).
When these social and emotional needs are met in students, studies have also
shown that these students will be more behaviorally and emotionally engaged, allowing
for higher levels of academic achievement (J.-S. Lee, 2012). When teacher-student
relationships are strong, students have a higher motivation to learn and are more likely to
do their personal best in school (Brownlie & King, 2000). Positive teacher-student
relationships have also been linked to academic success and the creation of lifelong
learners (Gablinske, 2014).
Frameworks and teaching strategies. The current literature has proven the
effectiveness of and need for SEL frameworks in public education, which has led to the
implementation of SEL programs in schools across the nation. One of the goals of these
programs is to foster high-quality relationships between teachers and students (Yeager,
2004). It has become evident that more research needs to be done to examine how
teachers are actually developing positive relationships by utilizing the SEL programs that
their districts are adopting (Abry, Rimm-Kaufman, & Curby, 2017; Hoffman, 2017;
Johnson, 2017). This is especially true since positive teacher-student relationships help
to drive SEL instruction (McCormick et al., 2015). Research in this area will not only
provide insight to the effectiveness of these SEL programs, but it will also help to
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establish teaching best practices for improving teacher-student relationships and overall
engagement in the classroom (Yeager, 2004).
Statement of the Research Problem
Despite the known benefits of SEL on various student outcomes, there is little
research available on what specific strategies teachers can use to effectively deliver highquality SEL to their students in the classroom (Haymovitz, Houseal-Allport, Lee, &
Svistova, 2018). As more states grow interested in this type of learning, more are asking
for assistance in the implementation of SEL in their school systems (Blad, 2016). Eight
states in America, including California, have come together to form the Collaborative
States Initiative (California Department of Education, 2017). Through this initiative,
these states will work together to share information, best practices, and tools for teachers
to build strong SEL in their classrooms. Because of California’s involvement in this
initiative, there is a need for more research to be conducted in the state to help identify
SEL best practices in the classroom. Key features of high-quality SEL policies in schools
include guidelines for teacher practices, establishing positive learning environments, and
strategies to enhance the implementation of SEL programs (Dusenbury & Yoder, 2017).
For this reason, more research must be conducted on the specific strategies teachers can
utilize in their classrooms toward achieving high levels of SEL.
Strong teacher-student relationships have been identified as a characteristic for
quality SEL instruction. Research has shown that schools with positive teacher-student
relationships have a better school climate, increased student well-being, and higher levels
of learning in the classroom (Dolezsar-Glarvin, 2010; Gablinske, 2014). Still, there is a
need to develop teachers so they are better equipped to establish positive relationships
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with their students (Yeager, 2004). More research is needed to provide schools with a
direction for strengthening the quality of their teacher-student relationships in the
classroom.
Capturing Kids’ Hearts is a character education program that many schools are
using meets the SEL standards adopted in their districts. Schools that have implemented
Capturing Kids’ Hearts have found great success though much of the research has been
conducted out of state at the middle and high school levels. Not only did their quality of
teacher-student relationships improve but also the teacher perception of classroom
management (Burgess, 2017; Yeager, 2004). Although this research supports the
effectiveness of the Capturing Kids’ Hearts program, more research can be gathered on
how teachers are utilizing the program to establish, maintain, and restore positive
relationships with their students. This research will not only help states develop SEL
standards, but it also will aid districts in developing instructional policies and best
practices that teachers can use in the classroom. These efforts will also aid in the greater
issues of aligning what goes on at the federal and state level with what actually goes on in
the classroom (Blad, 2016). While federal and state leaders focus on the development of
programs that can be used to enhance student learning and success in the classroom, very
little research is actually done to see how these programs are working in the classrooms
(Holtzapple et al., 2011). More research is also needed in classroom settings to address
teacher-student relationships (Lippard et al., 2018).
Therefore, a study is needed in California to understand how teachers in
Capturing Kids’ Hearts National Showcase Schools are establishing, maintaining, and
restoring positive relationships with their students. This study could add to the current
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body of literature by helping to identify the specific strategies that teachers are using to
foster positive teacher-student relationships. It could also add to the limited amount of
research that has been done on the implementation of Capturing Kids’ Hearts program in
public elementary schools. Finally, this study could contribute to California’s efforts in
the Collaborative States Initiative to assist both the schools across the state and schools in
other states in building stronger SEL systems that benefit all students.
Purpose Statement
The purpose of this qualitative study was to explore and describe the strategies
that elementary teachers use to establish, maintain, and restore positive relationships with
students in Capturing Kids’ Hearts National Showcase Schools.
Research Questions
1. What strategies do teachers in Capturing Kids’ Hearts National Showcase Schools use
to establish positive relationships with their students?
2. What strategies do teachers in Capturing Kids’ Hearts National Showcase Schools use
to maintain positive relationships with their students?
3. What strategies do teachers in Capturing Kids’ Hearts National Showcase Schools use
to restore positive relationships with their students?
Significance of the Problem
In the 20th century, educators in the nation failed in providing fair access to a
high-quality education for all students, creating what has been referred to as the
achievement gap (Rich, 2010). The gap in achievement shows that students from diverse
racial and socioeconomic backgrounds have not been given the supports they need to be
successful in school. The push in public education for 21st-century learning has shown

12

the need to transform our classroom settings into positive environments that promote the
success of all students (Rich, 2010). SEL is an avenue that state and local education
leaders have been exploring to transform their classroom environments. SEL provides
students of all backgrounds with the foundation they need to feel safe and to learn and
enriches their ability to find success in school, careers, and life (Weissberg, 2016).
Although the need for SEL is clear, the pathways to achieving SEL for all
students are not (Abry et al., 2017). Despite the fact that many state education agencies
and local school districts have incorporated SEL frameworks into their organizational
goals, little is known about the specific strategies, tools, and resources that educators
should be using in the classroom to provide quality social-emotional instruction to all
students (Hoffman, 2017; Johnson, 2017). The current study fills the gap in the literature
on best practices in SEL, including the specific strategies teachers are using to establish,
maintain, and restore positive relationships with the students in elementary classrooms.
Other teachers can then utilize these strategies in their own classrooms to strengthen their
relationships with all students. This knowledge will also contribute to California’s
involvement in the Collaborative States Initiative for the development of high-quality
SEL programs that can be used across the nation. Finally, the study took a closer look at
components of the Capturing Kids’ Hearts character education program and how those
components can be used to establish, maintain, and restore strong teacher-student
relationships that promote higher levels of SEL in the classroom.
The findings of the current study can be used in local school districts, such as
Corona-Norco Unified School District that have incorporated SEL goals into their Local
Control and Accountability Plan for state funding (Corona-Norco Unified School
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District, 2018). Districts like this that are fully committed to SEL will benefit from
having specific strategies they can pass on to their teachers through various professional
development opportunities. Because this study involves participants who are utilizing
Capturing Kids’ Hearts strategies, the findings will also be useful to the Flippen Group
that developed the Capturing Kids’ Hearts curriculum. The Flippen Group can use the
findings as they continue to pitch their program to schools across the nation as a means to
strengthening teacher-student relationships and creating positive learning environments
where all students can find success.
Definitions
Attachment theory. A developmental theory that emphasizes the importance of a
secure and trusting bond between a mother and child on a child’s development and
overall well-being (David, 2019).
Bandura’s social learning theory. A behavioral theory that states that people
learn from others through the use of observation, imitation, and modeling (David, 2019).
Capturing Kids’ Hearts. A program that shows educators how to create highachieving centers of learning by strengthening students’ connectedness to others through
enhancing healthy bonds with their teachers and establishing collaborative agreements of
acceptable behavior (Flippen Group, n.d.-d).
Establish, maintain, restore (EMR) framework. A framework that can be used
to understand the development of teacher-student relationships in three phases:
establishing, maintaining, and restoring (Ottinger, Cook, & Haggerty, 2015).
The Flippen Group. An organization that focuses on relationship building in
order to improve other organizations (Flippen Group, n.d.-f).
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National Showcase Schools. Schools that have received the National Showcase
award from the Flippen Group for the outstanding outcomes they have experienced
because of the implementation of the Capturing Kids’ Hearts program on their campuses
(Flippen Group, n.d.-b).
Positive teacher-student relationships. Relationships in which a sense of
closeness and personal connection is present between teachers and students (RimmKaufman, 2011). They are typically characterized with mutual respect and support
(Pendergast & Bahr, 2006).
Social and Emotional Learning (SEL). The process through which children and
adults acquire and effectively apply the knowledge, attitudes, and skills necessary to
understand and manage emotions, set and achieve positive goals, feel and show empathy
for others, establish and maintain positive relationships, and make responsible decisions
(CASEL, n.d.-d).
Student outcomes. Educational, societal, and life effects that students experience
(Great Schools Partnership, 2013.
Delimitations
The researcher established delimitations that were used to set boundaries for this
study (Patton, 2015). In order to define the delimitations, the researcher considered
(a) Capturing Kids’ Hearts National Showcase Schools, (b) geography, and (c) teacher
experience and training. There are currently 22 schools in California that have been
recognized with the Capturing Kids’ Hearts National Showcase Schools award. The
researcher decided to delimit the study to only elementary schools. Geography was then
considered, and two schools in Los Angeles County were included in the study. Finally,
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the teachers who participated in the study were all trained in the Capturing Kids’ Hearts
program and had been teaching for at least 2 years. The qualitative data that were
collected were delimited to classroom observations, face-to-face interviews, and artifact
analysis. Because of the small sample size, the generalizability of the findings was
limited.
Organization of the Study
This study consists of five separate chapters. Chapter I introduced the study by
presenting background information, the purpose of the study, and the significance of the
findings. In this chapter, the specific research questions were clearly stated. Chapter II
provides a comprehensive review of the literature that pertains to the study. This
literature review includes an overview of SEL, background information on the Capturing
Kids’ Hearts program, and the overall impact of positive teacher-student relationships.
Chapter III addresses the methodology for the study by outlining and justifying the
research design. In Chapter IV, the findings from this study are presented. Chapter V
then summarizes the findings of this particular study as they relate to the current body of
literature. It also provides recommendations for future research and implications for
action in the field of education.
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CHAPTER II: REVIEW OF THE LITERATURE
This chapter provides an overview of the relevant literature that pertains to the
research study. It is divided into three main sections. First, the literature on social and
emotional learning (SEL) is presented to better understand the history of SEL in schools
and the core concepts associated with it. The next section examines the Capturing Kids’
Hearts character education program that uses SEL curriculum to reach its students. The
third and final section is on the importance of teacher-student relationships and how they
can be used to generate positive student outcomes.
Social and Emotional Learning
SEL is defined as “the process through which children and adults acquire and
effectively apply the knowledge, attitudes, and skills necessary to understand and manage
emotions, set and achieve positive goals, feel and show empathy for others, establish and
maintain positive relationships, and make responsible decisions” (CASEL, n.d.-d, para.
1). In recent years, it has become clear that SEL is fundamental to a student’s
development and his or her success both during and after his or her K-12 education
(DePaoli, Atwell, & Bridgeland, 2017). Cohen (2006) even argued that SEL provides the
necessary foundation for people to participate in democracy and become productive
members of society.
History of SEL in Schools
The concept of SEL was first explored in the late 1960s by James Comer
(Edutopia, 2011). Comer conducted an experiment with two inner-city elementary
schools in New Haven, Connecticut. The experiment revolved around a 2-year
intervention program for the students at these schools. From what Comer observed
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during the experiment, he concluded that a child’s experiences both at home and in
school have a profound effect on his or her psychosocial development, which then has a
significant effect on his or her academic achievement (Edutopia, 2011). The program
focused on creating a positive school environment where students would feel
comfortable, valued, and secure. It also emphasized the formation of strong relationships
between students and both their parents and the school staff (Coulter, 1993). Over the
years, Comer’s School Development Program found great success at the two schools,
making New Haven the center for SEL research and sparking the SEL movement in the
nation (Edutopia, 2011).
Roger Weissberg and Timothy Shriver were two other prominent researchers of
the early SEL movement (Edutopi, 2011). After working together closely from 1987 to
1992, they were able to establish the K-12 New Haven Social Development Program
(Edutopia, 2011). The program was created after school officials in New Haven were
assessing high-risk behaviors in their students. They discovered that the same students
were experiencing many problems that stemmed from a lack of problem-solving, social
skills, and positive relationships with adults (Weissberg, Shriver, Bose, & DeFalco,
1997). The goal of the program was to develop knowledgeable, responsible, and caring
students who had good values and working habits that would benefit them throughout
their lives. The program saw many positive changes in the youth in New Haven, and
since then, many other educational leaders have adopted this model in their own
organizations (Cohen, 1999).
With so many programs emerging during this time that were centered on
decreasing the social and emotional problems being exhibited in schools, the W.T. Grant
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Foundation worked together with Roger Weissberg and Maurice Elias to start the W.T.
Grant Consortium on the School-Based Promotion of Social Competence (Edutopia,
2011). This project reviewed the best SEL programs available in order to synthesize key
social and emotional competencies for students (School Mental Health Project-UCLA,
1997). This synthesis paved the way for a broader organization to be formed with the
aim of developing SEL frameworks for schools across the nation.
All of these early movements in SEL eventually led to the creation of the
Collaborative to Advance Social and Emotional Learning (CASEL) in 1994. CASEL
was comprised of national leaders who wanted to come together to advance the
understanding and best practices of SEL in K-12 education. Because of all of the
research being done on SEL, schools across the nation had been inundated with various
programs that revolved around positive youth development. It was during this time that
SEL was introduced as an official framework that schools could use to help to meet the
social and emotional needs of students while also improving the coordination of the
programs that were already in place (CASEL, n.d.-c; Osborne, n.d.).
As CASEL was in its early stages of existence, Daniel Goleman published his
book, Emotional Intelligence: Why it can Matter More Than IQ, in 1995. In his book,
Goleman argued that a person’s character is important to his or her success in life, and
that he or she can be taught certain skills that can help build his or her character
(Edutopia, 2011). This argument supported the need for structured SEL in classrooms by
providing the scientific link between SEL and academic learning (Goleman, n.d.). It
fueled the movement that has helped solidify the need for SEL not only to educational
leaders but also to mainstream America.
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In 2001, CASEL kept the acronym but changed their official name to the
Collaborative for Academic, Social, and Emotional Learning. Over the years, their work
has expanded and their influence has grown pushing educators across the nation to
incorporate the development of SEL frameworks into their organizational goals
(Edutopia, 2011). Now that SEL has gained widespread support and acknowledgement,
the shift in momentum should be toward ensuring that all of this nation’s students receive
the proper SEL in their school settings. CASEL has already begun the work by starting
the Collaborating States Initiative in 2016 (California Department of Education, 2017).
In this initiative, eight states came together to develop SEL standards for each grade
level, materials for combining academic learning with SEL, and strategies for state-level
support in the implementation of these frameworks (Blad, 2016). As more states look
toward the creation and adoption of SEL frameworks, many are still in need of assistance
in this process. Currently, an increasing number of states have expressed interest in
joining the initiative, and the CASEL is providing them with the support and resources
they need to develop their own SEL frameworks (Blad, 2016).
SEL Core Competencies
CASEL (n.d.-d) identified five core competencies that make up the SEL
framework. These competencies are self-awareness, self-management, responsible
decision-making, social awareness, and relationship skills. They are meant to be
developed both in the school and home settings, starting in the classroom and building
out to the community, as evidenced in Figure 1. Each of these core competencies must
be developed in order for students to be able to demonstrate the knowledge, attitudes, and
skills associated with SEL (Bennett, 2018).
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Figure 1. SEL core competencies. From Core SEL Competencies, by Collaborative for Academic,
Social, and Emotional Learning, n.d.-b (https://casel.org/core-competencies/).

Self-awareness. Self-awareness is a person’s ability to be aware of his or her own
thoughts and emotions and to understand how these thoughts and emotions affect his or
her behavior. It is also the ability of a person to know his or her own strengths and
weaknesses while still maintaining a confident and positive mindset (CASEL, n.d.-b). A
person’s self-awareness can have a great impact on his or her life by allowing him or her
to be conscious of the impact that his or her actions have on others. Research conducted
at Cornell University found that self-awareness was the strongest predictor of success in
executives when compared to other leadership competencies (Goleman, 2017). When the
executives developed their own self-awareness, they were then more likely to possess
other effective leadership skills as well.
It is important to understand the skills associated with individuals who possess
high levels of self-awareness. The first is the ability to recognize and identify one’s own
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emotions. A person must be aware of his or her own emotional state before he or she can
learn how to manage it. The second is having an accurate and realistic self-perception
(CASEL, n.d.-b). Someone who is very self-aware will be reasonable in his or her
expectations of him or herself and others because he or she is aware of his or her own
behavior and shortcomings. Another skill associated with self-awareness is the ability to
recognize one’s own strengths so that those strengths can be built upon. Finally, a person
who is self-aware will also be self-confident and have the self-efficacy needed to achieve
his or her goals despite his or her weaknesses (Morin, n.d.). These skills are undoubtedly
valuable to any person in society and should therefore be developed from a very young
age.
There are many ways educators can help to increase self-awareness in their
students. Self-regulating behaviors should be taught to students through the modeling
and encouragement of self-reflection, self-evaluation, and the use of multiple strategies to
problem solve (Zimmerman, 2002). Prior to a task, children should be encouraged to
estimate the difficulty of the task and to make predictions as to how well they believe
they can perform. Once the task is completed, the predictions should be revisited to
check for accuracy (Learning Works for Kids, n.d.). Adults must set realistic
expectations for children based on their individual skills and abilities (Ferrari &
Sternberg, 1998). These realistic expectations will help children to experience positive
feelings in the way they perceive themselves. Once a task is completed, children should
also rate themselves by using checklists to see how well they completed the task
(Learning Works for Kids, n.d.). All of these activities will help children have a better
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understanding of themselves and their strengths and weaknesses while also helping them
to build their confidence enough to have a positive outlook on life.
Self-management. Beyond self-awareness lies the self-management competency.
CASEL (n.d.-b) described self-management as a person’s ability to have control over his
or her thoughts, feelings, and overall behavior in a variety of situations. They also
describe it as the ability to set and achieve personal goals for success. Having selfmanagement allows a person to do the best he or she can, while also being able to take
responsibility for his or her actions (Youth Employment UK, 2018). In schools, it is
important for children to develop a sense of self-management so that the teacher can
spend more time teaching and less time addressing problem behaviors. When a student
possesses self-management, he or she is able to engage positively with his or her peers,
follow classroom routines, and effectively engage in instructional activities (Center on
the Social and Emotional Foundations for Early Learning, 2008). All of these abilities
contribute to the fact that a child’s ability to manage him or herself is a larger predictor of
his or her grade point average than his or her IQ (Moceri, 2015).
The Center on the Social and Emotional Foundations for Early Learning (2008)
provided educators with a way to help young children develop their self-management
skills. The adult must first assess the child’s ability to manage him or herself. They must
know what the child can and cannot do on his or her own. Then the adult must identify
which specific behaviors the child needs to work on managing. The adult should provide
step-by-step instructions on what is being expected of the child and provide visuals for
these behaviors whenever possible. Finally, the child needs a way to monitor his or her
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own behavior and be encouraged to evaluate and manage his or her own behavior over
time.
Social awareness. Social awareness is a child’s ability to take another person’s
point of view (Bennett, 2018). It is a child’s ability to move past him or herself and to
start thinking of others and how they may be thinking or feeling. A person with social
awareness can empathize with people from differing backgrounds and understand that
they have different customs and standards for behavior (CASEL, n.d.-b). He or she also
knows when and how to access support from family, school, and the community when
needed. When students possess social awareness and have the social skills that go along
with it, they are more likely to build and maintain relationships with others while also
gaining the confidence they need to establish successful relationships with others in the
future (Csóti, 2001). They are also more likely to have success after high school because
four out of five skills necessary for students to be successful in the workforce are linked
directly to their social awareness (LaRocca, 2017).
Yoder (2014) identified specific skills associated with the social awareness
competency. The first is when a person can pick up on social cues from others and use
those clues to make inferences about how others are feeling. A person with social
awareness can also predict other people’s emotions and evaluate them while still being
respectful of the other person. Finally, someone who is socially aware will not only
understand people’s differences but will also appreciate the diversity that varying
perspectives bring to the conversation (CASEL, n.d.-b). In order to help develop social
awareness skills in students, teachers should give students many opportunities to share
their feelings in various situations. They should also encourage students to consider the
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perspectives of others. One way of doing this is to discuss the feelings of different
literary or historical figures and what may have motivated them to act the way that they
did (CASEL, 2017).
Relationship skills. The relationship skills competency has to do with people
being able to form and maintain positive relationships with other diverse individuals. In
these relationships, individuals should be able to effectively communicate their thoughts
and feelings while also being able to listen when necessary (Bennett, 2018). People with
good relationship skills ask and offer help when needed and are able to cooperate with
others in various situations. They know how to resist pressure to conform to societal
norms, and they can work through conflict with negotiation and compromise (CASEL,
n.d.-b). It is important for people to have relationship skills because they are at the core
of appropriate engagement with both peers and superiors (Landmark School Outreach,
n.d.-a). Additionally, relationship skills are critical to a child’s well-being and success in
school because when children are accepted, they adjust better to the school environment,
and it is easier for them to learn (Docksai, 2010).
An important relationship skill for children to learn is the ability to actively listen
to others (ACT for Youth Center for Community Action, n.d.; Landmark School
Outreach, n.d.-a). Children should be taught to be attentive and to listen for
understanding without interruption. Another important relationship skill is the ability to
communicate. They should be able to effectively express their thoughts and feelings and
be able to both give and receive positive and constructive feedback (ACT for Youth
Center for Community Action, n.d.). This helps children be able to get their needs met
while also helping them to be more aware of their own behavior. Finally, children must
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learn to cooperate with others and to problem solve when necessary (ACT for Youth
Center for Community Action, n.d.; Landmark School Outreach, n.d.-a). These skills
will help children learn how to work together with others and to move forward to achieve
a shared goal.
CASEL (2017) outlined instructional practices to assist educators in developing
relationship skills in their students. Educators should acknowledge students for being
good listeners and give specific feedback on what the child did well in each particular
situation. They should also model effective communication and reinforce effective
communication when students are demonstrating it. There should be time scheduled in
the day specifically for students to work together and express themselves. There should
be times when this is done academically through things such as project-based learning
and group assignments but also done outside of academics in a nonthreatening way to
students who may struggle academically. This could be a morning meeting where
students can share about anything that is personal and specific to them.
Responsible decision making. CASEL (n.d.-d) described responsible decision
making as a person’s ability to make purposeful decisions about his or her own behavior
and how he or she will interact with others. As people are making these decisions, they
consider what would be respectful and appropriate based on societal norms, safety
concerns, and personal ethics. They can look at situations with a realistic perspective and
use that perspective to make the best decisions for themselves and for others,
understanding the consequences for all who are involved (Bennett, 2018). Responsible
decision makers are able to identify problems they encounter, either academically or
socially, and they are able to come up with the appropriate solutions to these problems
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(Yoder, 2014). Kohn (1993) stressed the importance of teaching children how to be
responsible decision makers so that they will be prepared to make the big decisions that
come during adulthood. In fact, many others discuss how even children are tasked with
making complex decisions as they grow, and these decisions often have implications on
their future well-being and success (Kids Matter, n.d.; Mendez Foundation, 2016; Taylor,
2011). These authors emphasize the need for children to practice responsible decisionmaking at an early age so that this competency will be strengthened over time.
In order for children to become responsible decision makers, they must first be
able to identify problems and the decisions that they can make to address those problems
(CASEL, n.d.-b). They must also be able to analyze a situation from all angles and all
perspectives to help them understand how and why the problem occurred in the first place
(Landmark School Outreach, n.d.-b). Children should be able to discuss various
strategies and eventually decide upon a solution to the problem (CASEL, n.d.-b; Yoder,
2014). Finally, responsible decision makers should be able to evaluate decisions they
have made and reflect upon ways their decision could have been different or improved
upon (CASEL, n.d.-b; Landmark School Outreach, n.d.-b).
In order to develop responsible decision-making skills in children, adults should
first provide them with various opportunities to make decisions from a very young age
(Kohn, 1993). Kohn (1993) argued that in school, children should be given some level of
control and decision-making in their learning. Adults should also be modeling good
decision-making but sharing the rationale for the decisions they make (Kids Matter, n.d.).
When a child makes a good decision, he or she should be given encouragement and
specific feedback (CASEL, 2017). When children make a poor decision, feedback is still
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important but so is support and acceptance so that their decision-making does not affect
their sense of self-worth (Confident Parents Confident Kids, 2014). Students should be
involved as much as possible with the development of class rules and norms and in the
consequences that will occur as a result of their behavior (CASEL, 2017). Finally,
educators should discuss problems that occurred in historical and/or literary contexts and
give students opportunities to evaluate the decisions that were made.
Approaches to SEL
CASEL (n.d.-a) identified various approaches schools can take to provide their
students with quality SEL instruction. Some schools may decide to do stand-alone SEL
lessons that explicitly teach skills associated with the five SEL competencies. Other
schools may choose to focus on instructional practices that the teacher can use to help
develop the SEL competencies in his or her students. These practices include projectbased and cooperative learning. Another effective approach includes integrating SEL
across the curriculum. Teachers can do this by focusing on historical and literary figures
and their thoughts, feelings, and decision-making (CASEL, 2017). In math and science,
teachers can provide students with opportunities to collaboratively work together to
achieve a common goal. A final approach schools can use is programs that focus on
shaping the overall culture and climate of a school or organization so it can be a more
conducive environment for SEL.
To ensure effectiveness, CASEL (n.d.-a) also came up with an acronym to be
used when utilizing any of the four SEL approaches mentioned. The acronym is SAFE,
which stands for sequenced, active, focused, and explicit. Sequenced means that the
approach should include activities that are coordinated and connected in order to develop
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SEL skills in students. Active means the students should have an active role in their
learning so they can work towards skill mastery. Focused means that part of the
approach strictly focuses on personal and social skill acquisition. Finally, explicit means
that specific social and emotional skills are targeted throughout the approach. Schools
and school districts should make sure that their approaches to SEL have all four of the
SAFE components so that the social and emotional needs of their students can truly be
met (CASEL, n.d.-a).
As more research is proving the benefits of SEL for students, many SEL programs
are being developed and introduced across the nation (Shafer, 2017). This can make it
hard for school leaders to know which programs are right for them. Terada (2015)
encouraged school leaders to find programs that fit their needs by looking at the research
available on each program, the amount of training and support the program provides to
the schools, and how the program has the ability to transform school and organizational
culture. In order to help a school determine whether a SEL program is a good fit for
them, CASEL created two separate guides to assist them in this process. In 2013,
CASEL released a guide for the preschool and elementary populations, and in 2015, they
released a guide for the middle and high school populations to utilize. The guides
provide readers with a brief background on SEL, and then they provide research on the
outcomes of specific SEL programs that they consider to be effective (CASEL, 2013).
The programs included in the review had to be evidence based, well designed, and offer
high-quality training and implementation support.
Stephanie Jones, a developmental psychologist and professor at Harvard
University, along with her research team, created a guide that was published in 2017 (as
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cited in Shafer, 2017). Jones believed that in order for programs to be effective, they
must develop skills across the child development stages, promote and support teachers in
the development of their own SEL competencies, set reasonable short- and long-term
goals, and strive to develop strong partnerships within the school and family community.
Shafer (2017) acknowledged the difficulties in the implementation of such
comprehensive programs and encouraged school leaders to use the guide to take a deeper
look at specific programs to see how and to what extent each program addresses these
challenges.
Social Emotional Learning and Student Outcomes
As SEL programs are continuing to be developed and researched, more and more
educational leaders are pushing for SEL frameworks and initiatives to be implemented in
their organizations. This is because of the body of research that has shown the positive
outcomes for students at all schooling levels (Durlak, Weissberg, Dymnicki, Taylor, &
Schellinger, 2011). Receiving some type of structured SEL has led not only to increased
social skills but also to growth in academics, positive behavior, and overall mental health
(Cramer & Castro-Olivo, 2016; Shechtman & Abu Yaman, 2012). Ultimately, the five
core competencies that are developed in SEL programs have proven to be necessary to a
child’s success both during school and in life after his or her academic career is long over
(Zins & Elias, 2007).
Overwhelmingly, the research shows that improvements in behavior and overall
conduct occur as a result of a child receiving SEL instruction. In programs in which
children were taught to be aware of their emotions and the way they express themselves,
students showed fewer externalizing behavior problems (Harlacher & Merrell, 2010).
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Another study was done specifically with children who were identified as having social
and emotional difficulties. After the children participated in a SEL intervention program,
there was a significant reduction in the number of behavior problems they displayed in
comparison to their peers who did not receive any intervention (Wong, Li-Tsang, & Siu,
2014). SEL programs have even been found to reduce aggressive behaviors from English
learners and other minorities who typically struggle with behavior in school (Gubi &
Bocanegra, 2015). A current behavior-related problem in schools has been when students
act out as a result of feeling frustrated with the level of rigor that the Common Core
standards bring. SEL can help students learn how to regulate their emotions and have
better control of their behavior in class as they learn to deal with the higher expectations
that have been placed upon them (Yoder, 2013). Across all of these scenarios, SEL has
proven to be effective in helping to reduce behavior problems in children.
Another positive outcome from providing students with SEL opportunities has
been an overall improvement in mental health (Shechtman & Abu Yaman, 2012).
Children who do not possess SEL competencies are less likely to become adults with
positive mental health (Gubi & Bocanegra, 2015). Children who possess SEL
competencies not only have greater emotional regulation, but they also have a better
attitude toward themselves and others (Yoder, 2013; Durlak et al., 2011). In a study done
with various SEL programs, participants in the programs demonstrated less emotional
distress than their peers who did not participate in the programs (Durlak et al, 2011).
This decrease in emotional distress is also evident in the fact that SEL programs have
been credited with reducing depression in children and adolescents (Reicher &
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Matischek-Jauk, 2017). This research strengthens the argument for using SEL
frameworks and programs as tools to improve the mental health of all children.
Part of the reason the SEL movement has grown so much in the school setting is
because of the research that has shown a link between SEL and academic performance.
When students possess the social and emotional competencies, they are able to focus on
using their mental processes that are essential for learning (Garner, Mahatmya, Brown, &
Vesely, 2014). This gives students an overall increased capacity to learn in an academic
setting (Yoder, 2013). As previously mentioned, the new Common Core standards
require that students possess the social skills necessary to effectively interact with their
teachers and peers. A strong SEL curriculum reinforces those social skills so students
can find success in their classrooms (Elias 2014; Yoder, 2013). There have also been
studies that have found an increase in academic performance as a result of SEL. In a
study done by Durlak et al. (2011), elementary, middle, and high school students who
received SEL intervention had an increase in academic achievement. This achievement
was either evidenced through standardized test scores or the students’ grade point average
(GPA). Another study done by Schonfeld et al. (2015) found that students who
participated in a SEL intervention group had greater academic proficiency in either
reading and math or writing. These concrete gains have shown educational leaders the
need to develop strong SEL practices in the school setting.
While there have been some studies showing academic gains for students who
received SEL instruction, the research is not always so clear. McCormick et al. (2015)
were quick to point out that there have been some cases where SEL has had no effect on
student academic achievement or performance. The authors attributed this to the school
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context. If SEL has proven to be effective in some school settings but not others, it is
then important to take a look at the role of school culture and climate in the
implementation of SEL. Shechtman & Abu Yaman (2012) even argued that the type of
emotional and cognitive growth typically associated with SEL can only be achieved in a
supportive school climate. There are many factors that reflect school climate, one being
the interpersonal relationships that are developed on campus (McCormick et al., 2015).
In order to create and implement quality SEL practices, more research should be
conducted in schools with strong school climates to understand how teachers are
developing strong relationships with their students. This is especially important since
one of the main goals of SEL programs is to strengthen the quality of interactions
between individuals across the school and classroom settings (Durlak et al, 2011).
Capturing Kids’ Hearts
A well-known phrase in education has been kids don’t care how much you know,
until they know how much you care. Capturing Kids’ Hearts is a character education
program that was designed on this very concept. Many schools across the nation have
implemented Capturing Kids’ Hearts in order to meet federal initiatives involving the
creation of positive school climates (Holtzapple et al., 2011). The program was
developed by the Flippen Group in order to help schools reduce problem behavior in
students by focusing on character development and prosocial interactions in the school
environment (Burgess, 2017). The mission of the Flippen Group in their work with
children is “to win their hearts and to lead them to their personal best,” as stated by the
group’s founder and chairman, Flip Flippen (Flippen Group, 2011, Introduction).
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Flippen’s belief was that in order to capture a child’s mind, educators must first capture
their hearts (Flippen Group, 2018b).
Much of the Capturing Kids’ Hearts program focuses on the need for teachers to
develop strong relationships with their students (Stealey, 2010). This is reinforced over a
2-day training in which participants learn how to be better connected with their students
(Flippen Group, n.d.-e). When students feel connected to their school environment, they
are less likely to engage in at-risk behaviors, such as violence, substance abuse, and early
sexual initiation. They are also more likely to succeed academically, as evidenced by
improved test scores and grades (Centers for Disease Control and Prevention, 2018).
Students feel connected to their school environment when they believe that adults at
school care for them as individuals even outside of academics (Centers for Disease
Control and Prevention, 2009). The immersive nature of the training allows participants
to both observe and practice the skills that they will eventually model for their own
students to feel more connected to the school environment (Flippen Group, n.d.-d). The
training is designed for not only teachers but also administrators and all other school
faculty, allowing the entire school culture to be transformed (Flippen Group, n.d.-c).
Along with providing character education to students, Capturing Kids’ Hearts also
utilizes SEL curriculum to promote all five of the core SEL competencies (Flippen
Group, 2016b). Students can only truly develop their SEL competencies in positive and
supportive school climates (Shechtman & Abu Yaman, 2012). The Capturing Kids’
Hearts program helps to create safe classroom and campus climates that are conducive to
effective SEL instruction (Flippen Group, n.d.-d). The Flippen Group has also developed
additional training and development opportunities to reinforce the skills taught in the
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Capturing Kids’ Hearts program. For example, the Capturing Kids’ Hearts 1 Process
Champions training provides previous Capturing Kids’ Hearts participants with the
additional training needed to coach their peers and improve the fidelity at their school
sites (Flippen Group, n.d.-c). Effective SEL programs have ongoing training and support
to improve implementation (CASEL, 2013; Terada, 2015). These ongoing training
opportunities help to solidify Capturing Kids’ Hearts as an effective program when it
comes to SEL.
Theoretical Framework
Much of the Capturing Kids’ Hearts program is based on Albert Bandura’s socialcognitive theory of learning (as cited in Flippen Group, n.d.-a). Bandura’s theory is
based on the notion that behavior is learned through an individual’s observations from the
environment. He agreed with previous behaviorists that behavior is conditioned, but he
also believed that certain processes occur between a stimulus and response that dictate
what the response will be (as cited in McLeod, 2016). Bandura’s social learning theory
proclaimed that the probability of a behavior occurring again depends on the individual’s
expectation of what will happen as a result of that behavior (as cited in Holtzapple et al.,
2011). Children begin observing and imitating behavior from a young age, and they look
to their parents, teachers, peers, and even television characters as models for behavior
(McLeod, 2016). Children are more likely to imitate a behavior if they see the person
they are observing as similar to themselves, if they have received some sort of positive or
negative reinforcement for the behavior in the past, or if it is based upon the
consequences they have seen others receive when they demonstrated the behavior
(McLeod, 2016). Therefore, behavior is learned through both observations and social
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interactions with others (Burgess, 2017). In order for a child to act upon their learned
behavior, they must believe they have the ability to effectively execute the desired
behavior. This type of self-efficacy will only occur from both observations and the
child’s self-regulation capabilities (Holtzapple et al., 2011).
Capturing Kids’ Hearts reinforces Bandura’s social-cognitive theory of learning
by incorporating three systems that teach children how to behave. First, the teacher is
there to model appropriate behavior. The teacher then also provides the students with
feedback on their behavior through either affirmations or consequences. Finally, the
teacher is consistent in his or her practices so that the behavior can truly be reinforced
(Burgess, 2017). Much of the modeling comes from the teacher initially. Teachers also
need self-efficacy to be able to appropriately carry out the Capturing Kids’ Hearts
strategies, and self-efficacy is developed through observation and practice (Holtzapple et
al., 2011). This makes the Capturing Kids’ Hearts training a vital component of the
program because it gives the teachers the chance to both learn and practice the skills as
they are modeled by the trainer (Flippen Group, n.d.-d). Another way the program design
incorporates Bandura’s social cognitive theory of learning is by incorporating practices
that help students to assess and keep track of their behavior in comparison to a desired
standard of behavior (Flippen Group, n.d.-a). These practices help students self-regulate
so they have the self-efficacy needed to demonstrate appropriate in-class behavior.
Program Outcomes
Implementing the Capturing Kids’ Hearts program has led to many positive
outcomes in schools across the nation. One of the biggest student outcomes is an overall
improvement in student behavior. In a study done by Holtzapple et al. (2011), schools in
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both New York and California that had received the Capturing Kids’ Hearts program as
an intervention experienced a 22% decrease in discipline referrals while schools in the
same study who did not receive the intervention actually experienced an 11% increase in
their discipline referrals. These findings are similar to another study done in West
Virginia. In this 1993 study, Cox found that students who participated in the Capturing
Kids’ Hearts program experienced fewer discipline problems (as cited in Flippen Group,
n.d.-a). In fact, students in the same study were able to effectively interact with their
peers and come to mutual agreements when necessary (Flippen Group, n.d.-a). In certain
cases, discipline data improved dramatically. At one particular middle school in Texas,
discipline referrals decreased by 72% 3 years after the Capturing Kids’ Hearts program
had been implemented on the campus (Flippen Group, n.d.-a). At Wayne Community
High School in Iowa, discipline referrals not only went down by 40% but also the number
of students who were suspended went down by 52% (Flippen Group, 2004). Improved
student behavior is one of the strongest outcomes of a strong SEL program (Shechtman &
Abu Yaman, 2012; Wong et al., 2014), and since Capturing Kids’ Hearts incorporates a
SEL curriculum, it is no surprise that behavior improved as a result of the program
(Flippen Group, 2016b).
Overall school climate improves significantly after a campus has been introduced
to and teachers have incorporated Capturing Kids’ Hearts strategies. Holtzapple et al.
(2011) found that schools that were successfully implementing the program had strong
school cultures where students and teachers modeled leadership skills and were able to
work together while treating each other with respect. Holtzapple et al. also found that the
teachers and students listened to each other attentively and were able to effectively
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communicate with one another. There was a true concern for each other and a sense of
justice and fairness that allowed conflicts to be resolved easily. Teachers themselves
transformed their behavior, and through their modeling, students could then learn how to
change their behavior as well (Burgess, 2017).
At schools where the Capturing Kids’ Hearts program was used in conjunction
with the Fippen Group’s Teen Leadership program, there was an improved sense of
community on campus. There were also improvements in respect, fairness, and
cooperation that led to stronger teacher-student relationships (Flippen Group, 2004).
These strengthened relationships play a strong part in creating a strong school climate
(McCormick et al., 2015). Teachers play an important role in creating safe environments
for their students (American Institutes for Research, n.d.). In Cox’s 2003 study, she
found that teachers who used Capturing Kids’ Hearts were inspired to change their
practices in order to benefit student learning (as cited in Flippen Group, n.d.-a). One
particular school involved in the study even received an award for the nurturing
environment that had been established as a result of the Capturing Kids’ Hearts program
(Flippen Group, 2004).
Researchers have found that both teacher and student self-efficacy improves as a
result of Capturing Kids’ Hearts training and implementation. Teachers who attended a
Capturing Kids’ Hearts training were found to be less worried about their classroom
management. They also felt better about utilizing management strategies in their
classrooms. Their willingness to try the strategies they learned at the training
demonstrates the stronger self-efficacy that will ultimately lead to improved levels of
classroom management (Burgess, 2017). Yeager (2004) found mixed results to the
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effects of the Capturing Kids’ Hearts program, and he attributed the inconsistency to
varying levels of teacher implementation. He believed that teachers need time and
experience to master the skills associated with Capturing Kids’ Hearts before their selfefficacy can truly improve.
A 3-year longitudinal study in Texas found that students who went to a school
that was trained in Capturing Kids’ Hearts felt that they had more control over their
behavior, were no longer afraid to speak in front of the class, and had the capabilities to
be a leader (Flippen Group, 2004). Another study done by Cirillo et al. (1998) found that
children who received the Capturing Kids’ Hearts program as an intervention were found
to have higher self-esteem and confidence than their peers who did not receive the
intervention. These increases in self-efficacy demonstrated by various children help to
positively influence student self-regulation and overall behavior (Flippen Group, n.d.-a).
The employment of the Capturing Kids’ Hearts program strategies on various
school campuses has brought about substantial improvements to student academic
achievement. A study was conducted at a high school in Texas with the aim of
investigating the impact that the Capturing Kids’ Hearts and Teen Leadership programs
had on student academic achievement. Students in classes with teachers who had been
trained in both programs had a lower failing rate overall and demonstrated higher passing
rates in their English, math, and social studies classes (Sherwood, 2003). Junior high
schools in Texas also found improvements in reading, math, and overall test scores 3
years after Capturing Kids’ Hearts had first been implemented on campus (Flippen
Group, 2004). Even in Iowa, a high school sent their entire staff to a Capturing Kids’
Hearts training, and they saw dramatic improvements to test scores after just 1 year.
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Their scores continued to rise over their first 3 years of implementation (Flippen Group,
2004). These are just a few of the many schools who found academic success after
implementing Capturing Kids’ Hearts.
The Flippen Group credits their academic success to the alignment of the
Capturing Kids’ Hearts program with Marzano’s (2000) key variables that affect student
achievement. In his work, Marzano looked at the findings of previous researchers to
determine what factors impacted student achievement. He then outlined 14 key variables
that affect student achievement and separated them into three different categories. The
categories are school-level, teacher-level, and home-level variables. The curriculum of
the Capturing Kids’ Hearts program addresses a total of eight out of the 14 key variables
for student achievement and hits at least one variable in each of the three categories
(Flippen Group, n.d.-f). The Flippen Group believes that effective leadership skills have
a positive impact on all of Marzano’s (2000) variables for student achievement. For this
reason, much of the Capturing Kids’ Hearts curriculum focuses on developing
administrators, teachers, students, and staff into effective leaders so that school climate
and academic achievement can improve (Flippen Group, n.d.-f).
National Showcase Schools
With such positive outcomes coming from the Capturing Kids’ Hearts program
since 1995, the Flippen Group wanted to come up with a way to recognize schools who
were finding exemplary outcomes as a result of the program (Flippen Group, n.d.-b).
These schools and districts have created environments where students feel socially and
emotionally safe because of growth evidenced in trust, respect, strong relationships, and
student achievement (Flippen Group, n.d.-b). Since the 2015-2016 school year, schools
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and districts that have established these types of learning environments for students have
been acknowledged with the Capturing Kids’ Hearts National Showcase Schools award.
Recognizing these schools with an award is not only a high honor for them to receive, but
it also helps identify the schools as a resource of knowledge and experience for other
schools who are attempting to implement or improve upon their own Capturing Kids’
Hearts programs and/or SEL practices (Flippen Group, n.d.-b).
In order for a school to be eligible for the National Showcase Schools award, over
75% of classrooms on campus must be implementing the Capturing Kids’ Hearts
program. There must also be evidence of the school seeing increases in their attendance,
academics, climate, advancement rate, and a decrease in their discipline referrals (Flippen
Group, n.d.-b). When a school is nominated, a team from the Flippen Group reviews the
data provided from the school demonstrating the necessary outcomes for the award. Any
schools deemed eligible on this initial data become eligible for a site visit by the Flippen
Group team. Upon visiting the eligible school sites, the team collects additional
qualitative and quantitative data through observations, surveys, and interviews with
students, staff, and administrators to get a real feel for the culture on campus (Flippen
Group, n.d.-b). Finally, the Flippen Group selection team meets to look over all of the
data that have been collected and decide whether the school should be selected for the
award.
Since the National Showcase Schools award was created, each year there has been
an increase in schools that have received the high honor. For the 2015-2016 school year,
the Flippen Group recognized 11 recipients of the National Showcase Schools award
(Flippen Group, 2016a). One school district and 10 schools were recognized that first
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year across six different states. Then for the 2016-2017 school year, over 50 campuses
across 13 states were recognized (Flippen Group, 2017). Most recently, 134 campuses
were nominated and 123 were actually selected to receive the award for the 2017-2018
school year across 17 states (Flippen Group, 2018a). School leaders from campuses and
districts who have received the award attest to the positive effects of the program. The
principal of Turtle Bay High School in California, who was recognized for the 2016-2017
school year, believes that the program created an environment that is emotionally safe for
students, makes kids want to go to school, and makes them want to do well (Anderson,
2017).
When Coleman Elementary School in Texas received the National Showcase
Schools award for the 2017-2018 school year, the assistant superintendent credited their
success to the staff’s passion and commitment to the program’s implementation. Parents
from the school’s community speak to the program’s success by sharing that they know
when their kids go to school, they are loved and cared for. The teachers from the school
believe that the key to their success has been that they are not just saying the right words
and following the activities in the curriculum, but they are actually showing students that
they care by the way they treat them (Magers, 2018). More research should be conducted
at successful schools like these to help understand what specific behaviors and strategies
the staff are using to build those caring and trusting relationships with their students.
Teacher-Student Relationships
Studies have found that people have a psychological need to be connected. When
that need is met in students, they are more prepared to meet the cognitive demands they
experience in school (Henry & Thorsen, 2018). With teachers being the primary
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contributor to student success in school, it is critical for strong relationships to be built
between teachers and students (Hansen, 2018). In fact, Brinkworth, McIntyre, Juraschek,
and Gehlbach (2018) believed that teacher-student relationships lie at the center of
teaching and learning and they impact a large number of student outcomes. Hattie (2009)
also found that teachers who developed positive relationships with their students were the
ones who were more likely to have above average effects to their student achievement.
This is because these relationships allow teachers to become mentors and role models,
especially to students who are already at-risk for low achievement (Hansen, 2018).
Secure teacher-student relationships are also the foundation needed to achieve
SEL (Gunter et al., 2012). Teacher-student relationships play a vital role in creating a
healthy classroom environment (Poulou, 2017). When students have interactions with
teachers who are caring, structured, and encourage autonomy, they are more engaged and
motivated to learn (Williams, 2017). These interactions make up the strong teacherstudent relationships that are needed to create a sense of belonging for students at school.
That sense of belonging improves both academics and behavior because students have the
drive to participate in classroom learning activities (Mason, Hajovsky, McCune, &
Turek, 2017; Uslu & Gizir, 2017). Not only are positive teacher-relationships a strong
predictor for student outcomes, but they also are more enjoyable for both students and
staff, creating the uplifting environment that many schools strive for (Williams, 2017).
Attachment Theory
Teacher-student relationships are often linked to attachment theory (Williams,
2017). The attachment theory originated out of the early works of John Bowlby and
Mary Ainsworth (as cited in McLeod, 2017). Bowlby’s (1969) research led him to
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believe that babies develop a sense of attachment to their parents. Attachment can be
thought of as a deep and lasting bond between two people that resists the variables of
time and space. Later, Ainsworth and Bell (1970) helped to identify three main
attachment styles. Secure attachments are characterized by warm and consistent
interactions that not only allow children the confidence to explore the world on their own
but also provide them with the ability to return to the caregiver for security and guidance
when needed (Williams, 2017). When children have insecure attachment, they either
avoid the caregiver or try to resist engagement with them (McLeod, 2018). These types
of insecure attachment are often the result of inconsistent warm and/or cold interactions
between child and caregiver that have led to high levels of conflict in the relationship
(Williams, 2017).
It is the emerging belief that positive teacher-student relationships can have the
same impact in shaping a child’s outcomes that a parent-child relationship can (Mason et
al., 2017). Uslu and Gizir (2017) argued that before a student can develop a sense of
belonging to a larger school community, he or she must first develop a secure attachment
to his or her teacher. In fact, teacher-student relationships have been identified as a
critical factor in providing students with the sense of belonging that they need to
experience positive academic and behavioral outcomes in school (Mason et al, 2017).
There are two main theories that can be used to help teachers form attachments with their
students, one being the learning/behaviorist theory. This theory states that attachment is
a set of learned behaviors (McLeod, 2017). Children learn by observing behavior that is
modeled by others and by learning how to behave in a way that will get them a desirable
response from the adult they are attached to. Since the Capturing Kids’ Hearts program
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is also based on a similar framework of social learning (Flippen Group, n.d.-a),
understanding the behaviors of teachers who are implementing this program can be
critical to understanding how to develop positive relationships with students.
Establish, Maintain, Restore (EMR) Framework
The EMR framework was designed to help understand three phases of
relationship building between teachers and students (Teach and Assist, 2017). These
phases include establishing the relationship through positive interactions between the
teacher and student, maintaining the relationship with continued support and
encouragement from the teacher, and restoring the relationship after there has been
conflict between the teacher and student (Ottinger et al., 2015). The goal of the EMR
framework is to improve the classroom environment and student engagement through the
development of positive teacher-student relationships (Ottinger et al., 2015). Teachers
can use the EMR framework as a guide for developing positive relationships with their
students (Norlin, 2018).
During the establish phase, there must be intentional effort from teachers to
establish positive relationships with their students (Cook et al., 2018). The goal is for all
of the students in the classroom to feel a sense of belonging as a result of the trust,
connection, and understanding that the teacher develops with each student (Cook et al.,
2018). Teachers must take time initially to build this type of rapport with their students
(Ottinger et al., 2015). After the relationships have been established, they enter the
maintain phase. In this phase, the teacher must be purposeful in his or her practices to be
able to maintain the positive relationships that he or she has established (Cook et al.,
2018). These practices should include consistent and ongoing positive interactions
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between teacher and students (Cook et al., 2018). Finally, the restore phase is when a
relationship between a teacher and student has experienced conflict of negative
interaction. The teacher must first be aware of these events and the behavioral cues from
his or her students who indicate that the relationship has been damaged (Cook et al.,
2018). Teachers must follow-up with negative interactions through skillful
communication with the student who acknowledges the event and ends in a positive
interaction between teacher and student (Ottinger et al., 2015).
While the EMR framework was developed recently, the initial evaluation on it has
been positive. In a study done with middle school students by Fiat, Zhang, and Cook
(2016), the findings showed that the strategies involved with the EMR framework had the
ability to improve the quality of teacher-student relationships while also improving
student behavior in the classroom. In another study with upper elementary-aged students,
the results also showed that teachers who used the EMR model had better relationships
with their students when compared to their peers who did not use the model (Cook et al.,
2018). These same teachers also experienced better student behavior in the classroom
when compared to their peers who did not use the model (Cook et al., 2018). This
research has shown support for the EMR framework. Continued research utilizing this
framework should be done in order to understand how it can be used to foster positive
teacher-student relationships.
Student Outcomes
One of the most researched outcomes of positive teacher-student relationships is
academic achievement. When students have strong relationships with their teachers, they
are both more motivated and engaged in school (Gehlbach et al., 2016; Henry & Thorsen,
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2018). Students are also more confident with their academic abilities (E. Gallagher, n.d.).
This increased motivation and academic self-efficacy enhances the learning process by
allowing students to feel safe enough to work hard and take intellectual risks in the
classroom (Koca, 2016). Even from a young age, the effects of positive teacher-student
relationships are evident. In a study done with kindergarten and first grade students, the
effects of teacher-student relationships were examined in relationship to academics. The
results found that teacher-student closeness was associated with higher scores on reading
comprehension tests (Hernandez et al, 2017). In older students, studies have found that
positive teacher-student relationships are also correlated with better math skills and an
overall improved grade point average. These findings are even true for students from
low-income backgrounds (E. Gallagher, n.d.). When students from low-income
backgrounds have a positive relationship with their teachers, their academic achievement
was found to be higher than their peers of the same socioeconomic status who did not
have those positive relationships (E. Gallagher, n.d.). It is also important to note that
when students have poor relationships with their teachers, the relationships were found to
negatively impact student achievement (McCormick, O’Connor, & Parham Horn, 2017).
Research on positive teacher-student relationships has proved that there is a
significant impact on student behavior. Studies have found that when students perceive
their relationship with their teacher to be positive, then they willingly pay more attention
and participate in classroom activities. Students also engage in fewer disruptive
behaviors in class (Gehlbach et al., 2016). In a study done by Lei, Cui, and Chiu (2016),
the researchers classified student behaviors that are reflected negatively in the external
environment as externalizing behavior problems. When looking at the impact of teacher-
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student relationships on students’ externalizing behavior problems, it was found that they
are related. Positive teacher-student relationships can decrease externalizing behavior
problems in students. In contrast, negative teacher-student relationships can increase the
number of externalizing problems students display in the classroom (Lei et al., 2016).
Positive teacher-student relationships can also serve as a moderator to the negative affects
experienced when children have poor relationships with their parents. Typically, poor
relationships with parents lead students to engage in more misconduct. Research has
proven that students who have poor relationships with their parents but positive
relationships with their teachers demonstrate far fewer behavior problems than students
who have negative relationships with both their parents and teachers (Wang, Brinkworth,
& Eccles, 2013).
When students have positive relationships with their teachers, they also become
better adjusted to school. A study done with elementary school students found that the
teacher makes the biggest impact on school adjustment, and when a teacher and student
have a close relationship, the student becomes better adjusted to the school setting
(Baker, Grant, & Morlock, 2008). This increase in adjustment can likely be attributed to
the safe and supportive learning environment that is built when teachers and students
have close, positive relationships (Koca, 2016). In these types of relationships, the
teacher is able to help scaffold both the social and academic skills that students need
(E. Gallagher, n.d.). Adults play a huge role in helping students develop the specific
competencies needed to function in high demand settings like school (Temple, 2012).
These competencies include self-esteem, motivation, attention, and problem-solving.
When students have positive relationships with their teachers, they are more likely to
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develop these competencies that are needed for school adjustment and success (Koca,
2016). This is evidenced by lower high school drop-out rates (E. Gallagher, n.d.).
Students are also more likely to develop the social and emotional competencies that are
needed for success both in school and life.
Positive teacher-student relationships can even have a positive impact on a child’s
mental health and well-being. A study done with young adolescents found that they were
less depressed, even at the age of only 13, when a positive teacher-student relationship
was present in their life (Wang et al., 2013). The study also found that levels of
depression in adolescents from ages 13-18 could be predicted based upon various factors,
one being relationships with teachers. Students became less depressed over time if they
developed positive relationships with their teachers. Other research has shown the
negative effects on mental health when students have poor relationships with their
teachers. One study found that students who did not have positive relationships with
their teachers also felt more alienated while at school (Gehlbach et al., 2016). Results
from another study found that teacher-student conflict leads to anxiety in students. The
effects were long lasting in that conflict with teachers at the beginning of the year was
associated with higher levels of anxiety in students by the end of the year (Kurdi &
Archambault, 2018). These findings may be because most children come to school
expecting to have warm and close bonds with adults, and when those bonds are not
present, there is a strong negative impact on the child (Hosan & Hoglund, 2017).
Characteristics of Positive Teacher-Student Relationships
It is important to understand what positive relationships between teachers and
students look like so that these types of relationships can be recognized in classrooms.
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Positive teacher-student relationships are typically characterized with warmth and respect
(Krane, Ness, Holter-Sorensen, Karlssonn, & Binder, 2017; K. Lee, 2016). There is a
sense of closeness and personal connection between teacher and student that coincides
with strong levels of communication and a significant amount of time spent being present
with one another (The Australian Society for Evidence Based Teaching, n.d.; K. Lee,
2016; Rimm-Kaufman & Sandilos, 2011). Positive teacher-student relationships are also
characterized with empathy and acceptance (The Australian Society for Evidence Based
Teaching, n.d.; Krane et al., 2017). Trust is built between teacher and student that creates
an emotionally safe space for learning (K. Lee, 2016; The Scots College, 2017). All of
these characteristics typically demonstrate the emotional levels of support that teachers
provide to students.
In order to develop positive relationships with students, it is not enough just for
teachers to care and provide these types of emotional support (The Australian Society for
Evidence Based Teaching, n.d.; The Wing Institute, 2018). Instrumental support is
another key characteristic of positive teacher student-relationships. Instrumental support
involves practical assistance for the student and the guidance he or she needs to master
the academic curriculum (Krane et al., 2017). Students need to receive timely feedback
on their performance in class and constructive guidance as to how they can improve
(K. Lee, 2016; Rimm-Kaufman & Sandilos, 2011). In early education, quality teacherstudent relationships are often reflected through comfortable and constructive interactions
between teachers and students (K. C. Gallagher, Kainz, Vernon-Feagans, & White,
2013). Students should know that their teacher cares, but there should also be some press
on the students to learn, improve, and excel. When relationships between teachers and
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students are both emotionally safe and have high standards for achievement and personal
development, they can be classified as high-performing relationships (The Australian
Society for Evidence Based Teaching, n.d.).
Strategies for Developing Positive Teacher-Student Relationships
The current literature review has shown the vital need for teachers to be able to
develop positive relationships with their students. When looking for strategies on how to
nurture these types of relationships, the information available to teachers varies greatly.
Positive Behavior Interventions and Supports (PBIS) Rewards, a company focused on
supporting schools with their implementation of the PBIS framework, identifies specific
strategies for teachers on its website. These strategies include making eye contact with
students, knowing their names, and praising and rewarding them when appropriate (PBIS
Rewards, 2018). Other sources suggest things like teaching with enthusiasm,
communicating positive expectations, and reducing stress whenever possible (Boynton &
Boynton 2005; The Scots College, 2017). Even trusted sources, such as the National
Educator’s Association, provide strategies on their website that include becoming popular
with students and getting to know them personally (Foley, n.d.). The problem is that
these strategies can be viewed more as suggestions because they are not backed by
evidence. Even though the research is clear on the importance of positive teacher-student
relationships, finding actual classroom-based research that examines teacher-student
relationships is rare (Henry & Thorsen, 2018). More classroom research that addresses
teacher-student relationships needs to be done so that practical and effective strategies for
teachers can be identified (Lippard et al., 2018).
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Summary
This chapter provided a review of the prominent literature that pertains to this
study. After providing a historical context to SEL in schools and exploring the core
competencies associated with it, the researcher also examined various approaches to SEL.
With the growing number of SEL programs available to schools, educational leaders are
encouraged to find a program that meets their unique needs while also providing
extensive training to aid with implementation (Terada, 2015). Student outcomes as a
result of SEL were then addressed. The research provided shows that SEL can have
significant impact on a child’s success both during and after his or her K-12 education
(Hoffman, 2017). In order for effective SEL to take place in schools, there must be a
supportive school climate characterized with positive, interpersonal relationships that
develop on campus (McCormick et al., 2015; Shechtman & Abu Yaman, 2012).
Capturing Kids’ Hearts is a program that many schools across the nation are using
in an effort to improve their school climate (Holtzapple et al., 2011). The program uses a
SEL curriculum that helps teachers to create safe classroom-learning environments for
their students (Flippen Group, n.d.-d). Much of the program focuses on building strong
relationships between teachers and students in an effort to improve student outcomes.
The program has seen strong outcomes that not only include school climate but also
student behavior, teacher and student self-efficacy, and academic achievement (Burgess,
2017; Flippen Group, 2004; Holtzapple et al., 2011). Schools that have evidence of these
outcomes on their campus have been deemed National Showcase Schools and a resource
of practitioner knowledge for other aspiring schools (Flippen Group, n.d.-b).
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Teacher-student relationships are at the center of all teaching and learning
practices. They have the ability to predict a large number of student outcomes including
school adjustment, achievement, behavior, and mental health (Brinkworth et al., 2018).
Positive teacher-student relationships are characterized with high levels of warmth,
communication, and support (Krane et al., 2017). Strategies to develop these
relationships should be the biggest component of any teacher’s classroom management
plan (Boynton & Boynton, 2005). More classroom-based research is needed to help
support the development of positive teacher-student relationships especially in schools
where teacher-student relationships have been used to influence various student
outcomes. (Lippard et al., 2018).
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CHAPTER III: METHODOLOGY
Overview
This chapter outlines the methodology of the study. The purpose statement and
research questions are presented at the beginning of the chapter. A qualitative,
phenomenological approach was used to address the proposed research questions. The
main focus of the study was understanding and describing how teachers in Capturing
Kids’ Hearts National Showcase Schools are developing positive relationships with their
students using an establish, maintain, restore (EMR) framework. In order to achieve this
understanding, data were collected from current classroom teachers through interviews,
classroom observations, and artifact analysis.
Purpose Statement
The purpose of this qualitative study was to explore and describe the strategies
that elementary teachers use to establish, maintain, and restore positive relationships with
students in Capturing Kids’ Hearts National Showcase Schools.
Research Questions
1. What strategies do teachers in Capturing Kids’ Hearts National Showcase Schools use
to establish positive relationships with their students?
2. What strategies do teachers in Capturing Kids’ Hearts National Showcase Schools use
to maintain positive relationships with their students?
3. What strategies do teachers in Capturing Kids’ Hearts National Showcase Schools use
to restore positive relationships with their students?
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Research Design
For this research study, a qualitative research approach was selected. Qualitative
inquiry is used to help people create meaning and make sense of the world around them
by understanding how things are done (Patton, 2015). In this case, the researcher wanted
to understand how teachers were establishing, maintaining, and restoring positive
relationships with their students in Capturing Kids’ Hearts National Showcase Schools.
These schools were specifically chosen because they had demonstrated positive student
outcomes as a result of their commitment to the Capturing Kids’ Hearts program, which
focuses on building strong relationships between teachers and students. Qualitative
research involves getting to the core of a phenomenon by gathering detailed and
descriptive data from the people and processes being examined (Patton, 2015). This data
help to tell the stories of the people involved in the study. The researcher wanted to
gather information on the strategies teachers are using to establish, maintain, and restore
relationships with their students in hopes that telling their stories would add to the
literature and inform teacher best practices in the field of education. Quantitative data
would not have been appropriate for this study because the researcher was not interested
in uncovering statistics in order to test a hypothesis (Patten, 2014).
Within this qualitative study, a phenomenological approach was taken.
Phenomenological research is conducted to understand the lived experience of a specific
group (Patton, 2015). In this case, the researcher was interested in uncovering the lived
experience of teachers who had not only implemented the Capturing Kids’ Hearts
program but who had also found success in creating a positive school climate for student
learning. The participants in the study had a unique lived experience of utilizing this
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program to change the way they interact with their students. In order to truly investigate
the experience of these teachers, face-to-face interviews were conducted. The goal of
qualitative research is for the researcher to be open to new ways of understanding
(McMillan & Schumacher, 2010). The interviews included open-ended questions so the
researcher could uncover as much information as possible without limiting the
participants to specific responses. It is also important for researchers in
phenomenological studies to get as close to the participants lived experience as possible
(Patton, 2015). For this reason, classroom observations and artifact analysis were
conducted so that the researcher could see firsthand what strategies the teachers were
using in their classrooms.
Population
A population can be defined as a group of people who conform to specific criteria
and to whom the results of a study can then be generalized (McMillan & Schumacher,
2010). The population of this study consisted of elementary school teachers who taught
at Capturing Kids’ Hearts National Showcase Schools in California. During the 20172018 school year, 123 schools across the United States received the National Showcase
award for the growth they had experienced as a result of the Capturing Kids’ Hearts
program (Flippen Group, 2018a). In California specifically, 22 campuses were
recognized, nine of them being elementary schools.
A target population is a group of people who were chosen from the entire
population so the results of the study can be generalized to the larger group (McMillan &
Schumacher, 2010). It is essential that a target population is identified in the intended
purpose of the research study. For this study, the target population included teachers
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from two elementary schools in Los Angeles County that had received the Capturing
Kids’ Hearts National Showcase award during the 2017-2018 school year. The results of
this study can be generalized to all elementary teachers in the nine Capturing Kids’
Hearts National Showcase Schools throughout the state of California.
Sample
Oftentimes, an entire population or even an entire target population can be too
large to examine when it comes to addressing the purpose of a research study (Patten,
2014). In these cases, the researcher must select a sample for data collection so that
inferences can be made to the larger population. When designing qualitative research, it
is important for researchers to use purposive sampling. This type of sampling allows the
researcher to select participants who are rich in information on the particular
phenomenon that is being investigated (Patton, 2015). For this study, purposive sampling
was utilized to identify teachers who were implementing the Capturing Kids’ Hearts
program in their classrooms in order to gather information on the strategies the teachers
were using to establish, maintain, and restore positive relationships with their students.
When narrowing down the sample, the researcher examined the nine elementary
schools in California that had received the Capturing Kids’ Hearts National Showcase
award. The two schools that participated in the study were schools that (a) were located
in Southern California, (b) had received the Capturing Kids’ Hearts National Showcase
award, and (c) had teachers who were currently using the Capturing Kids’ Hearts
program in their classrooms. The sample included six teachers from New Temple
Elementary School in El Monte and six teachers from Orangewood Elementary School in
West Covina. The two schools were chosen because they were of reasonable driving
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distance from the researcher. The researcher also felt that the teachers from these schools
would provide rich experiences because both schools have over 70% of the student
population receiving free and reduced lunch because of their low socioeconomic
backgrounds. Typically, students from low socioeconomic backgrounds are underresourced and develop academic skills slower than their peers (American Psychological
Association, n.d.). Even so, research has proven that teachers are the single most
influencing factor on student motivation and performance even for students who are
considered at-risk because of their low socioeconomic background (Bergeron, Chouinard,
& Janosz, 2011). Selecting teachers from these schools who had experienced growth in
positive behavior, academics, attendance, and school culture, despite the disadvantaged
student population whom they serve, allowed a deep look into effective strategies for
establishing, maintaining, and restoring positive relationships between teachers and
students.
Qualitative research usually involves a smaller sample that is selected for specific
purposes (Patton, 2015). It is important for the researcher to develop a profile of specific
criteria that the participants must possess (McMillan & Schumacher, 2010). For this
study, the researcher and the chair agreed upon the specific criteria for the sample being
studied. The participants needed to (a) be classroom teachers, (b) be trained in the
Capturing Kids’ Hearts program, and (c) have a minimum of 2 years teaching experience
utilizing the Capturing Kids’ Hearts strategies. The principals at the schools were asked
to recommend teachers at their sites who met the criteria that had been established.
Based on these recommendations, participants were then invited to participate in the
study.
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Instrumentation
Qualitative research can be viewed as very personal because the researcher is the
primary instrument of inquiry bringing his or her own background and experiences to the
research (Patton, 2015). Researchers all possess different personalities, characteristics,
and interview techniques that can have an influence on data collection (Pezella,
Pettigrew, & Miller-Day, 2012). It is important to consider that a qualitative study may
contain biases based on how the researcher was affected during the data collection
process. The researcher took the necessary steps to reduce the effect of researcher bias in
order to conduct a reliable study. When collecting data, the researcher maintained
emphatic neutrality. Emphatic neutrality is when the researcher becomes close enough to
the participants of the study to understand their perspectives and situation without getting
so close that he or she begins to place judgement (Patton, 2015). The researcher spent
time getting to know the unique characteristics of the target population in the study
without making any positive or negative judgements toward them. In order to ensure
neutrality throughout the study, the researcher employed specific data collection
protocols, such as field testing, triangulation of the data, and an external review of the
instruments used for data collection.
The researcher collected data through semistructured interviews with the
participants. The researcher looked to the literature on teacher-student relationships in
order to guide the development of the open-ended interview questions. The EMR
framework was designed as a way to understand how teacher-student relationships are
built through three separate phases. These phases include establishing the relationship,
maintaining the relationship, and restoring the relationship when conflict has occurred
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(Ottinger et al., 2015). The researcher utilized the EMR framework to develop interview
questions that addressed each phase to understand how teachers in Capturing Kids’
Hearts National Showcase Schools are building positive relationships with their students.
The researcher also utilized the literature on the Capturing Kids’ Hearts program to
design specific questions around the program’s prominent relationship building strategies
(Flippen Group, 2011). A total of six questions were developed for the interview with
additional subquestions that could be used by the researcher to expand on or clarify the
participant responses. The researcher developed an interview script protocol (Appendix
A) to follow for consistency when conducting each interview. Each interview question
was examined by the dissertation chair and committee members for any necessary
feedback and revisions. The interviews were conducted in November and December of
2018 at the schools where the participants worked. All 12 participants were interviewed
for the study. Each interview was transcribed and sent back to each participant to check
for accuracy. Once approved by the participant, each interview was coded for themes.
Patton (2015) described the need for observation to help create an understanding
of how the world works. Observers must pay attention to what is going on around them
while taking systematic notes on their observations (Patton, 2015). The researcher
conducted six classroom observations, each a minimum of 45 minutes. The observations
took place in the participants’ classrooms while students were present. The researcher
took notes during the observations using a subjectivity journal (Appendix B).
Subjectivity journals allow the researcher to record factual information in one column
and personal observations in another (Mehra, 2002). The primary focus for the
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observations was on the teacher’s behaviors and strategies, but student behaviors and
actions were also documented and analyzed.
In order to achieve triangulation of the data, the researcher collected another form
of qualitative data. An artifact analysis was conducted to see how teachers were
establishing, maintaining, and restoring positive relationships with their students.
Examples of artifacts included classroom routines, posters, student acknowledgements,
and photographs of the classroom environment. The artifacts were analyzed with
permission from the participants. The research utilized another subjectivity journal to
record observations made during the artifact analysis (Appendix C). By conducting an
artifact analysis, the researcher was able to see the less obvious ways that the participants
were establishing, maintaining, and restoring positive relationships with their students. It
also helped to shed light on some of the intentional strategies teachers use behind the
scenes in terms of the way they design their classroom management systems and
environments. Not only can researchers gather a lot of information from artifacts
directly, but they can also use artifacts to guide the inquiry of interviews and direct
observations (Patton, 2015). Analyzing artifacts along with classroom observations and
participant interviews allowed the researcher to really understand all of the ways the
teachers in the study were building positive relationships with their students.
Validity
Validity refers to the agreement between the findings of a study and the realities
of the world (McMillan & Schumacher, 2010). Therefore, a study is considered valid if
the findings can be applied to the real world. Validity also helps to addresses whether the
researcher interpreted the findings in the correct way (Patton, 2015).
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The researcher established validity in the study by using specific data collection
procedures. For the interviews, the researcher utilized a recording device and
transcribing software to record the actual responses straight from the participants
themselves. In addition, the researcher had the participants check the transcripts for
accuracy to ensure that all of their responses were recorded correctly (McMillan &
Schumacher, 2010). For classroom observations, the researcher used a subjectivity
journal to ensure that factual observations were recorded free of any personal opinion or
judgement (Mehra, 2002). Using a subjectivity journal to record observations allowed
the researcher to observe with the aim of understanding the behaviors being studied
rather than evaluating them (Patton, 2015). A similar subjectivity journal was utilized for
artifact analysis to organize the researcher’s observations.
The researcher was able to determine interpersonal validity based on her own
experiences as a classroom teacher and her basic training in the Capturing Kids’ Hearts
program. Interpersonal validity refers to the researcher’s ability to meaningfully relate to
the participants in the study (Patton, 2015). The background and experience of the
researcher allowed her to be familiar with teacher-student relationships and some of the
strategies utilized in the Capturing Kids’ Hearts program. It also ensured competence in
her abilities to effectively interact with the participants and create positive conditions for
the inquiry (Patton, 2015).
For a research instrument to be considered valid, it must measure what it was
designed to measure accurately (Patten, 2014). The researcher consulted with an expert
panel to increase the validity of her interview questions. The panel consisted of teachers,
administrators, and professionals who were familiar with qualitative research and/or the
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purpose of the study. After generating the interview questions, the researcher sent them
to the expert panel and revised them based on the feedback she received. In order to
further ensure validity of the interview questions, the use of field testing was employed.
Field Testing
Field testing was conducted at a school in the researcher’s organization where
teachers were using the Capturing Kids’ Hearts program. Two participants were selected
for field tests based on the following criteria: (a) classroom teachers, (b) trained in
Capturing Kids Hearts program, and (c) a minimum of 2 years teaching experience
utilizing the Capturing Kids’ Hearts strategies. Utilizing the same criteria that were used
to select participants for the actual study increased reliability by ensuring that the
interview questions produced consistent responses. The two participants used for field
testing were selected based on the recommendation by the site principal. The field
testing consisted of mock interviews, in which the researcher followed the same protocol
that was designed for the actual study. An observer was present in the room for this
process. During the mock interviews, the researcher took note of the participants’
behavior and reactions to the interview questions. Afterwards, the researcher went
through a series of questions with the observer (Appendix D) to reflect on the interview
questions and protocol. Based on the observations from the researcher and observer,
questions that were unclear or did not solicit enough information were revised for the
actual study. At the conclusion of the mock interviews, the participants were asked
reflection questions on the interview process (Appendix E) in order to provide the
researcher with additional suggestions for improvement.
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Reliability
A study is considered reliable if it produces consistent results that are free of
accidental circumstance (Patten, 2014; Patton, 2015). Establishing reliability in a
qualitative study allows the researcher to produce clear results that could accurately
describe the phenomenon that is being studied (Patton, 2015). The researcher established
internal reliability in the research design by triangulating the data she collected. For this
study, interviews, observations, and artifact analysis were conducted in order to
understand the strategies teachers in Capturing Kids’ Hearts National Showcase Schools
are using to establish, maintain, and restore positive relationships with their students. By
looking at three different types of data, the common themes that emerged are more
credible and less likely to be a result of accidental circumstance (Patton, 2015). All of
the interviews were conducted face-to-face utilizing the same questions (Patten, 2014).
The researcher even provided the teachers with the questions ahead of time so the
participants could articulate clearer, more accurate responses.
Intercoder reliability is the extent to which at least two different coders find
common themes from the data (Lombard, Snyder-Duch, & Campanella Bracken, 2004).
This allows the findings of the study to be more credible and consistent. In order for a
study to have intercoder reliability, at least 10% of the data must be coded at 80%
accuracy by another coder (Lombard et al., 2004). Several steps were taken to ensure
intercoder reliability was present in the study. The researcher selected 10% of the data to
be coded by an alternate coder. Using NVivo, the researcher then coded all of the data
for emerging themes. Once the themes were identified, the researcher provided them to
the alternate coder so that she could scan the data to confirm the themes that the
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researcher had developed. Finally, the alternate coder coded the 10% of the data using
the themes that the researcher came up with, and the researcher was able to compare the
frequencies that she found with the frequencies that the alternate coder found. To
strengthen the reliability of this process, an alternate coder was selected who had
previous experience coding qualitative data.
Data Collection
The data collected for this study included interviews, observations, and artifact
analysis. These types of data were selected because of the phenomenological approach
taken by the researcher in an attempt to understand the lived experience of teachers in
Capturing Kids’ Hearts National Showcase Schools (Patton, 2015). Specifically, the
researcher collected data that would help her understand how these teachers established,
maintained, and restored positive relationships with their students. Prior to data
collection, the safety of the participants was taken into consideration. The researcher
submitted an application outlining the research design to Brandman University’s
Institutional Review Board (BUIRB). Once BUIRB approved (Appendix F) the research
design and all of the necessary research instruments, the process for data collection
began.
In order to collect data, the principals of the two schools that made up the target
population were contacted by e-mail (Appendix G). The researcher arranged for face-toface meetings with the principals to introduce herself and the purpose of the study. Upon
agreeing to participate in the study, the principals helped to recommend teachers who
were qualified to participate. The researcher also sent the principals all of the necessary
forms to conduct the study. The principals recommended participants who were
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currently classroom teachers, implementing the Capturing Kids’ Hearts program with
their students, and had a minimum of 2 years teaching experience. The researcher then
contacted the teachers by e-mail (Appendix H) inviting them to participate in the study.
Once the participants agreed, the researcher worked with the participants to schedule
days and times for the interviews and classroom observations. The participants were also
asked to identify artifacts that the researcher would collect at their next meeting.
Interviews
Prior to the interviews, the participants were e-mailed to confirm the scheduled
day and time (Appendix I). The researcher attached the interview questions, Participant’s
Bill of Rights (Appendix J), and the informed consent form (Appendix K) to the e-mail
so that the items could be reviewed prior to the interviews. Teachers were also provided
with an Audio Release form (Appendix L), allowing the researcher to record and
transcribe each interview. Twelve teachers from the two schools agreed to face-to-face
interviews. During the interview, a set of 10 predetermined questions were asked to each
participant. Each interview was recorded in its entirety and later transcribed by the
researcher using transcription software. Transcriptions were sent to participants to ensure
accuracy.
Observations
Observations were conducted in the participants’ classrooms. These observations
occurred during the school day when students were present. Prior to the observations, the
researcher confirmed the schedule day and time with each participant. Each observation
lasted approximately 45 minutes. The researcher used a subjectivity journal (Mehra,
2002) to separate the factual observations from the personal observations and reactions.
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Observations were made on the classroom environment, teacher behavior, and student
behavior.
Artifact Analysis
Artifacts were provided to the researcher by the participants during either their
scheduled interview or observation. Examples of the artifacts included classroom
posters, documents that described routines, student acknowledgements, and photographs
of the classroom environment. The artifacts were analyzed for themes involving
strategies for establishing, maintaining, and restoring positive relationships with students.
The documents provided the researcher with information on the classroom environment
as well as how the teacher utilized his or her classroom procedures and management
systems to establish, maintain, and restore relationships with students.
Data Analysis
Qualitative data analysis calls for the interpretation of interviews, observations,
and artifact analysis in order to identify common themes or patterns (Patton, 2015). By
finding these themes, researchers are able to tell the stories of the population being
studied (Patton, 2015). The researcher used NVivo software to code the data that were
collected. While the software helped to organize the emerging themes, the researcher
was responsible for looking over the data, identifying themes, and coding them for
frequency. The interview responses and notes from classroom observations were first
analyzed for similarities. Specific codes were then created to describe the strategies that
teachers had either identified or were observed using in order to establish, maintain, and
restore relationships with their students. An alternate coder was used to code 10% of the
data and to check for intercoder reliability (Lombard et al., 2004). Any observations
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made during the artifact analysis were also coded to see how they related to the major
themes developed from the interviews and observations.
When developing codes and identifying emerging themes, the researcher looked
through the lens of attachment theory to see which strategies teachers used to create a
secure attachment with their students. A secure attachment with teachers has been
associated with positive teacher-student relationships (Williams, 2017). Attachment
theory states that children have a secure attachment when they feel free to explore their
environment while also knowing that their attachment figure will be there in their time of
need (McLeod, 2018). The researcher specifically looked for data that could be coded
based on teachers developing self-efficacy in their students while also meeting their
unique needs. The researcher also analyzed the data for Capturing Kids’ Hearts strategies
that teachers were utilizing to build positive relationships with their students.
Limitations
Despite efforts at ensuring the validity and reliability of this study, there are
limitations to the findings. One of the limitations included a small sample size. Only a
small group of participants were involved in the study because only nine elementary
schools in the state of California received the Capturing Kids’ Hearts National Showcase
award. The sample was also limited by geographical restrictions. The researcher
developed the target population based on a reasonable driving distance for the researcher
to collect data. That left only two schools that the sample population could be derived
from. The data collected from the observations may have limited the study because the
observer can sometimes have an effect on the situation being observed, or the person
being observed may act in a way that he or she normally would not act because he or she
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is being observed (Patton, 2015). Participant and researcher bias may have also limited
the study. Because the participants did not previously know the researcher, the
participants may not have felt comfortable being completely honest and may have
fabricated their responses based on what they believed the researcher wanted to hear.
The researcher may have been biased based on his or her own experiences as a classroom
teacher. The researcher may have placed judgment on the participants, and his or her
perceptions of data may have been skewed.
Summary
This chapter provided a detailed description of the research design and
methodology for this study. The purpose statement and research questions were clearly
stated at the beginning of the chapter before the researcher went into the specific
population and sample that were selected for this study. The researcher then described
the development of the research instruments and the process for collecting data. Finally,
the process for coding data was described along with a list of limitations to the results of
this study.
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CHAPTER IV: RESEARCH, DATA COLLECTION, AND FINDINGS
Overview
This chapter details an exhaustive analysis of the data collected in this study. The
aim of this study was to identify strategies that teachers in Capturing Kids’ Hearts
National Showcase Schools use to establish, maintain, and restore positive relationships
with their students. The chapter first reviews the purpose statement, research questions,
and design of the research study. Then, the data are presented according to each research
question. The chapter then concludes with a summary of the research findings.
Purpose Statement
The purpose of this qualitative study was to explore and describe the strategies
that elementary teachers use to establish, maintain, and restore positive relationships with
students in Capturing Kids’ Hearts National Showcase Schools.
Research Questions
1. What strategies do teachers in Capturing Kids’ Hearts National Showcase Schools use
to establish positive relationships with their students?
2. What strategies do teachers in Capturing Kids’ Hearts National Showcase Schools use
to maintain positive relationships with their students?
3. What strategies do teachers in Capturing Kids’ Hearts National Showcase Schools use
to restore positive relationships with their students?
Research Methods and Data Collection Procedures
A qualitative research design is necessary to understand how positive
relationships are developed between teachers and students. Qualitative inquiry allows a
researcher to get to the core of a phenomenon by collected comprehensive data from the
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people and processes being studied (Patton, 2015). In this case, the researcher needed to
collect detailed and descriptive data from teachers in Capturing Kids’ Hearts National
Showcase Schools to be able to identify and understand the strategies they use to
establish, maintain, and restore positive relationships with students. A phenomenological
approach within the study was necessary to understand the true lived experiences of the
participants. To best understand this lived experience data from interviews, classroom
observations and artifacts were collected.
For this study, 12 participants were selected whose rich experiences could be used
to inform the research. These participants participated in face-to-face, semistructured
interviews with the researcher. The same interview protocol was used to maintain
consistency. The participants also participated in a 45-minute classroom observation and
were asked to recommend any artifacts that would be useful to the study. Data from both
the classroom observations and artifacts were recorded using a subjectivity journal in
which the researcher could record both factual and personal observations. These
triangulation methods strengthened the data and overall findings of the study.
Population
The population of a research study ultimately includes the group the researcher is
interested in studying (Patton, 2015). The population of this study consisted of
elementary school teachers who teach at Capturing Kids’ Hearts National Showcase
Schools in California. During the 2017-2018 school year, 123 schools across the nation
received the Capturing Kids’ Hearts National Showcase award. In California
specifically, 22 campuses were recognized, nine of those campuses being elementary
schools. The results of this study can be generalized to this larger population.
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Sample
McMillan and Schumacher (2010) identified the sample of a study to be the
participants who provided the data. The sample of this study included 12 elementary
school teachers from two Capturing Kids’ Hearts National Showcase Schools in Southern
California. Purposive sampling techniques were utilized to identify teachers from two
elementary schools in Southern California who had received the National Showcase
Schools Award for their implementation of the Capturing Kid’s Hearts program. The
researcher then used specific criteria to narrow down the sample to 12 participants whose
rich experiences could be used to inform the study. The participants were recommended
by their school site administrator based on the following criteria: (a) classroom teacher,
(b) trained in the Capturing Kids’ Hearts program, and (c) a minimum of 2 years teaching
experience utilizing the Capturing Kids’ Hearts strategies. All 12 participants who were
recommended ultimately agreed to participate in the study.
Presentation and Analysis of the Data
The findings that emerged from the study came as a result of the data collected
from the interviews, classroom observations, and artifacts. In qualitative data analysis,
the researcher must group together words and phrases and organize them into broader,
more encompassing themes (Creswell, 2013). The NVivo qualitative research software
program was used to organize the major findings of the study into themes. Triangulation
of three types of data allowed the researcher to have a sufficient amount of detailed data
to support the findings. Major themes that were identified in the data analysis are listed
in Table 1. The themes are organized by each phase of the establish, maintain, restore
(EMR) framework that was used to guide the study.
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Table 1
Frequency of Themes, Sources, and Participants
Total
frequency

Theme
Establish
Learn about students
Create a social contract
Establish routines and procedures
Maintain
Utilize positive behavior
reinforcement
Find ways to positively redirect
negative behavior
Consistently hold students
accountable
Empower students
Make time for students
Create opportunities for students to
share about their lives
Restore
Allow students a fresh start
Engage in positive interactions with
students
Meet with students privately to
discuss negative interactions

Interviews

Observations

Artifacts

Participants

45
21
24

43
20
14

1
0
9

1
1
1

12
11
9

122

61

54

7

12

56

22

34

0

12

49

29

20

0

12

48
41
34

15
23
18

30
18
15

3
0
1

12
11
12

53
40

46
35

7
4

0
1

12
12

19

13

6

0

9

Research Question 1
What strategies do teachers in Capturing Kids’ Hearts National Showcase
Schools use to establish positive relationships with their students?
Table 2 encompasses the major themes that emerged from the study in relation to
the first research question. Within the three major themes associated with Research
Question 1, there were specific trends that also emerged. These trends are outlined in
Table 3.
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Table 2
Frequency of Themes and Scores for Research Question 1
Theme

Frequency

Learn about students
Create a social contract
Establish routines and procedures

45
21
24

Table 3
Summary of Trends for Research Question 1
Theme

Major trends

Learn about students

 Classroom activities
 Sharing good things

Create a social contract

 Student voice
 Build classroom community

Establish routines and procedures

 Essential agreements

Learn about students. In the interviews, all 12 participants mentioned that they
spend a significant amount of time learning about each of their students at the beginning
of the year. The participants all felt on some level that it was more important to focus on
the personal aspect of getting to know their students before worrying about any
academics. The participants felt that taking the time to learn about their students helped
them to better understand their students and also showed the students that they were cared
for and valued.
Classroom activities. The participants had different activities they used to get to
know their students at the beginning of the year. These activities were typically done
during the first week of school. The activities not only allowed the teacher to get to know
each student but they also helped the students to get to know their teacher and each other.
Following are examples of the activities that were discussed in the interviews.
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Participant 11 stated,
They create a Who We Are poster. They come up to the front of the classroom
and they talk about their different things [they] like.
Participant 2 stated,
I establish positive relationships by finding out about the students, maybe their
interests, like through surveys, through writing journal topics, and through
classroom discussions.
Participant 4 stated,
Through their writing and responses and classroom. Even in their journal, I get to
know them more personally. Like, how was your weekend, or tell me how you
celebrate your Christmas or how do you get together for Thanksgiving, things like
that.
Participant 6 stated,
At the beginning of the year I usually have them do a journal, five things that they
would want for me to know about them. I even have them write a letter to their
first grade teacher though, but at least that gives me a knowledge of where they
are and that gives me a little bit of insight too.
Participant 7 stated,
This year I was fortunate enough to start with a unit that required [us] to expose
our cultures. If you look to your right, I have a poster board with different
pictures that the kids brought in about their culture.
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Participant 9 stated,
I would say at the beginning of the year, the first and second week, we play a lot
of games with students. We did a lot of free writing, express yourself, tell me
about yourself, tell me about your family. Let me tell you about me, let me tell
you about my family, and that’s something that I constantly do with my students.
Good things. Ten of the 12 participants mentioned that they utilize the Capturing
Kid’s Hearts strategy of good things to learn about their students at the beginning of the
year. This strategy involves allowing time each day for students to share something
good. It can be literally anything they want to share. Most of the time students share
things that are going on in their personal lives or things that revolve around their friends
and interests. Through this sharing, teachers are able to learn a lot about their students
from the very first day of school. Many of the participants also take this time to share
good things about their lives so that their students can get to know them better.
Participant 9 stated,
We do good things, and when we do good things, I also share my good things.
I’m very intentional on the things that I share. Also I try to find things that are
very small, but to let them know that they don’t have to be just thankful for the
big things that happen in their lives, but little small details.
When the teacher shares simple good things in her life, it creates a safe space for all
students to share, regardless of how big or small their good thing may seem.
Create a social contract. A social contract is another component of the
Capturing Kid’s Hearts program. It should be created at the beginning of the school year,
soliciting input from all students. The idea is that teachers alone should not dictate how
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students behave in the classroom. The students themselves should have a say in how they
want to be treated both by their peers and by their teacher. The process of creating a
social contract involves the students answering four questions: (a) How do you want to be
treated by peers? (b) How do you want to be treated by adults? (c) How do you think
adults want to be treated? (d) How should we work on solving problems? After the
students answer these questions, they categorize their responses into statements and
prioritize certain items that will make it on the final contract. Afterwards, the teacher
asks if students can all agree to the contract, and if so, they are all required to sign the
contract. Participant 4 stated in her interview that she had never had a school year where
a student did not sign the contract.
Student voice. What a social contract really does is that it allows students to have
a voice in the classroom from the beginning of the school year. This voice then creates
an environment in which students want to follow the contract because it is something
they generated. Participant 12 stated,
So those questions lead to everyone, every member of the classroom, having
input. So it’s kind of like when you get curriculum or a new program at a school,
you’re trying to have buy-in, so we’re trying to create buy-in and so we build that
social contract.
Giving students opportunities like this to have their voice be heard and to create
ownership in the classroom is something that the participants felt helped them to establish
positive relationships with their students right from the beginning of the year.
Build classroom community. The social contract is also used as a way to build
classroom community. Participant 1 provided her classroom social contract as an artifact.
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Upon artifact analysis, it was clear that the contract builds classroom community because
everyone’s names are signed, including the teacher’s. This showed that the contract is
something unique to this community of people because they generated it. The creation of
the contract allowed the students to start the year by respecting how each person would
like to be treated. Participant 3 stated, “When everybody knows they need to respect one
another, that helps with relationships.” Building a classroom community where everyone
is respected allows students to foster a sense of belonging and promotes the social skills
necessary to succeed in the classroom. Building the contract also helps to remind the
students that their teacher is also a part of the classroom community. Participant 7 stated,
“I also like that it exposes me, it makes me a little bit vulnerable to show them that I’m
human too. That I know that they want me to treat them with respect, that I know that
they want to be treated fairly, but sometimes they forget that I also want those things. I
want to be treated with respect and I want to be treated fairly, so it makes me a human to
them.”
Establish routines and procedures. Although all of the classroom observations
took place during the middle of the school year, it was evident in all of the classrooms
that were observed that the teachers had established routines and procedures at the
beginning of the school year. Students often entered the classrooms and were
immediately on task with little to no direction from the teachers. This shows that the
students were familiar with the classroom routines and knew what was expected of them
without having to be told. It also led to less negative interaction between the teachers and
students because they were familiar with the expectations and were in turn able to meet
them. When asked about having to redirect negative behavior, Participant 6 stated that
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she hardly needed to. When considering why this was the case, she stated “I don’t know
if that’s part of what I’ve already established and set my expectations with kids already,
because that’s always at the beginning [of the year].”
Essential agreements. Half of the participants in the study taught at a school that
was also implementing the International Baccalaureate program designed for students in
elementary school. All of these participants referenced the essential agreements they
created at the beginning of the year as part of what they do to establish classroom
routines and procedures. Participant 12 stated,
This is more of an IB Schools concept and they’re called Essential Agreements.
Essential Agreements are brief procedures that are used for different situations.
Like transitions or lining up or how you’re supposed to behave in the halls or
maybe during P.E. Essential Agreements are about expectations of behavior and
are very much more specific.
These essential agreements are created by the teacher and students at the beginning of the
year. They allow teachers to set the expectations for their various classroom routines.
All of the participants in the study felt that outlining their expectations through
agreements like these, or in other ways, allowed them to build lasting positive
relationships with their students.
Research Question 2
What strategies do teachers in Capturing Kids’ Hearts National Showcase
Schools use to maintain positive relationships with their students?
Table 4 encompasses the major themes that emerged from the study in relation to
the second research question. Within the six major themes associated with Research
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Question 2, there were specific trends that also emerged. These trends are outlined in
Table 5.

Table 4
Frequency of Themes and Scores for Research Question 2
Theme

Frequency

Utilize positive behavior reinforcement
Find ways to positively redirect negative behavior
Consistently hold students accountable
Empower students
Make time for students
Create opportunities for students to share about their personal lives

122
56
49
48
41
34

Table 5
Summary of Trends for Research Question 2
Theme

Major trends

Utilize positive behavior reinforcement




Praise and affirmations
Behavior incentives

Find ways to positively redirect negative
behavior




Four questions
Peer redirection

Consistently hold students accountable




Refer to social contract
Consequences

Empower students




Student voice
Student jobs

Make time for students




During class
Outside of class

Create opportunities for students to share about
their personal lives




Sharing good things
Class discussion

Utilize positive behavior reinforcement. The most significant trend to emerge
from this study was the use of positive behavior reinforcement in classrooms to maintain
positive relationships with students. This was the trend with the highest frequency. All
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12 of the participants mentioned some form of positive behavior reinforcement in their
interviews, and they were all observed using positive behavior reinforcement in their
classrooms. Positive behavior reinforcement involved the participants acknowledging
positive behavior in their students in some way in order to reinforce that type of behavior
in their students. Most of this acknowledgment came in the form of praise, affirmations,
and compliments; however, it should be noted that each participant also had some type of
behavior incentive system in their classroom.
Praise and affirmations. Each participant was observed praising his or her
students on more than one occasion during the 45-minute classroom observations. Most
of the time students were then observed demonstrating positive behavior after the teacher
had praised students for doing what they were supposed to. It was evident that teachers
were purposeful in this practice because it was a strategy they all mentioned during their
interviews as a way to acknowledge positive student behavior and strengthen their
relationships with students. For example, Participant 10 stated,
A little guy the other day who doesn’t normally give an answer just hit the nail on
the head, you know? I had him stand up and we all clapped for him, you know?
When children make positive comments to one another I will acknowledge that
right away.
Participant 2 stated,
When a student came up today, she had kind of cried when she didn’t want to
share up in front . . . And so I made sure to compliment her later. She had such a
beautiful math journal so I had her bring it up to the [front of the classroom] and I
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just made sure that the rest of the class could see the value of all her work. And
then I think that helped bridge her over a bit.
Participant 8 stated,
You have your shining stars that are always on task and always trying hard and
always working well, and it’s easy to overlook that and just focus on the kids that
need constant redirection. So, it’s also nice for them to have a sec to say like, “I
really appreciate you getting this done and without me having once to tell you to
get back to work.” And so I feel like for them it’s good too that they get that
positive reinforcement, even if it’s just a very quick thing.
While most of the praises in these classrooms occurred verbally, the participants
also mentioned the Capturing Kid’s Hearts strategy of using affirmation bags to hold
written words of praise and encouragement. Participant 10 described this process:
Also we have affirmation bags. I constantly put notes in their affirmation bags.
We usually get them at the end of the month, but sometimes I’ll say, I write an
affirmation for them, I’ll put it on their desk, or I’ll call them over to my desk. I
have them read it and then I’ll put it in the bag so they can get it at the end of the
month.
In this process, students are also encouraged to write affirmations to each other. During
artifact analysis, a photo of affirmation bags showed them clearly displayed in one of the
participant’s classrooms. Students got to decorate their affirmation bags, and there were
sheets of paper and pencils near them so that students could write affirmations to each
other during their free time.
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Behavior incentives. Upon analyzing the data for behavior incentives, it was clear
that the participants used a variety of behavior incentives in their classrooms. Some were
individual incentives through the use of things like class money, raffle tickets, and
student of the week. There were also small group and whole-class incentives through the
use of table points and marble jars. Eight of the 12 participants either mentioned or were
observed using the parent communication website, Class Dojo, as a behavior incentive
for their students. Participant 10 outlined the benefits of using Class Dojo:
On Class Dojo, they earn points. They can trade those points in each week for
various prizes . . . So it’s a program that costs me almost nothing, but they will
work for that one thing that they want. Some of the kids are extrinsically
motivated, they want the candy, they want the homework pass, they’re spending
the points all the time. And there’s those other ones that just want to see their
bank of points add up. They never want to spend them, because they want
hundreds of points.
This particular participant highlighted the importance of finding out what motivates
students and using that information to reinforce positive behavior in the classroom.
Participant 6 highlighted the use of brag tags in her classroom as a way to
acknowledge positive behavior and maintain positive relationships with students. This is
a practice that her entire grade level uses to acknowledge positive behavior. The brag
tags are individual necklaces given to students for a variety of reasons. It could be for
positive behavior, or it could also be a celebration of a personal achievement or holiday.
Participant 6 stated, “What happens is they earn them and I’ll try to put them in by
Fridays, whatever it is throughout the week. Usually on Friday the kids are allowed to
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wear them on the campus.” A photo of the brag tags was also analyzed as an artifact for
this study. They are displayed on a wall in the classroom for all to see, allowing the
students to take pride in their achievements. It was evident in the photo that each student
in the class had received a significant amount of brag tags, which equates to many
positive interactions with their teacher when they were given out. These positive
interactions help the teacher to maintain the positive relationships she has established
with her students.
Find ways to positively redirect negative behavior. All 12 participants either
mentioned or were observed using positive ways to redirect negative student behavior.
Rather than responding to the negative behavior with a negative reaction, the participants
found ways to redirect behavior without giving students negative attention. Oftentimes
participants mentioned ignoring negative behavior the first time, if the incident was not
causing immediate harm to anyone else. They were also observed giving verbal
reminders of expectations to the whole class rather than singling out individual students
in a negative way. When necessary, the participants did address behavior individually,
but even this was done in a positive manner. Participant 7 stated, “When there’s negative
behavior that’s one of the first things I do, and I try to love that kid a little more.”
Four questions. The Capturing Kids’ Hearts program trains teachers to use the
following four questions to positively redirect student behavior: (a) What are you doing?
(b) What are you supposed to be doing? (c) Are you doing it? (d) What are you going to
do about it? Half of the participants said they use this strategy as a way to respond to
negative student behavior. Even the participants who did not initially mention this
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strategy still felt that it was useful in being able to maintain positive relationships with
students. For example, Participant 1 stated,
What I really notice is I wasn’t yelling, ‘No, stop doing that!’ I was quietly
saying, ‘Should you be doing that?’ And then they stop, they think, and then they
correct themselves.
Participant 2 stated,
So when I use the four questions, I feel like the student feels that I’m not just
coming over to right away do something punitive when they may feel like they
were doing what they were supposed to be doing. So they have an opportunity to
share. And I think that they just feel better about that that they have a chance to
express what they thought they were doing.
Participant 4 stated,
For me, the four questions are very important because the way you ask those
questions [is] like self-reflecting. So it’s a self-reflection, and it’s without
demeaning them or putting them on the spot in a bad way.
Participant 10 stated,
I think because they know what the questions are ahead of time, it’s always a
consistent way of treating each child. So I think it creates a sense of safety, that I
know what my teacher is going to ask me, I know that the type of answer I’m
going to have to give and that she expects me to make that change in the behavior.
Participant 11 stated,
The child is able to be more independent and more accepting of what they’re
doing. It’s not on me. I’m not telling them, “Stop doing that,” or, “Don’t do this.
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No, no.” It puts the independence on themselves like, “Okay, I need to fix my
behaviors.” It’s not something that I’m forcing them to do. It makes them feel
like they’re choosing to fix whatever they’re doing and not me necessarily telling
them, “You need to fix what you’re doing.”
Peer redirection. Another trend that emerged in the use of positive redirection for
behavior was the strategy of having students redirect their peers. This allowed for fewer
negative interactions between the participants and their students. When asked about
responding to negative student behavior, Participant 8 stated, “Some of them, it doesn’t
come well when it comes from me or an authority figure. Some of them it works well
when it comes from their peers.” In several classroom observations, students were seen
“checking” each other. This involved a nonverbal signal that students display using their
hands as a way to let their peers know that they are not following the social contract
and/or classroom expectations. The signal is another component of the Capturing Kids’
Hearts program. By having this signal in place, Participant 10 stated that she ignores
negative behavior at first, in hopes that another student will help redirect the negative
behavior. When students do check each other, she is sure to praise them:
If I see somebody help them out, then I praise that behavior, rather than
acknowledging the negative behavior. “Hey, thank you for helping out so and so.
Thanks for having her back. You’re a really good friend.” Whatever it might be,
I try to acknowledge that somebody else is helping you. (Participant 10)
This allowed Participant 10 to maintain positive relationships with all students by not
only avoiding a negative interaction with the student who was misbehaving but also by
praising the students who help to “check” their peers.
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Consistently hold students accountable. All 12 of the participants felt that it
was important to hold students accountable for their actions in order to be able to
maintain positive relationships with them. This was evident in the classroom
observations because the students were consistently held accountable for their behavior.
Accountability did not always involve a punishment or consequence, but it did always
involve a review of the classroom expectations. This allowed the participants to
effectively manage their classrooms while also building trust because students knew that
their teacher would enforce the things he or she said he or she would.
Refer to social contract. The participants constantly referred back to the social
contracts they created at the beginning of the school year as a way to hold students
accountable for their actions. Participant 2 stated,
We often refer back to it. We’ll say, “Well what things did you see on the
playground that I might not have seen, that really were following our contract?”
Or we might say, “How are we doing so far today and what’s something that we
could do to improve?”
By revisiting the contract, students are reminded of its value and of their commitment
they made when they signed it. Participant 4 stated, “So then I expect it, by their
signature. You sign this, you’re expected to follow this throughout the school year.” As
a way to hold students accountable to the contract, students were observed rating
themselves on how well they followed their contract either at the end of an activity or at
the end of the school day. Participant 9 was observed having her class choose a few
items on the social contract that they would really focus on for specific classroom
activity. She reminded students that at the end of the activity, they would rate themselves
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on how well they did on those specific areas of the contract. Even in a kindergarten
classroom, students were able to verbalize that they rated themselves each day as a way
to see how well they followed the contract and to see how they could do better for the
next day.
Consequences. Almost all of the participants mentioned the use of consequences
in their classrooms to help manage behavior. These consequences were enforced as a
way to hold students accountable for poor behavior and often occurred after several
attempts on the part of the participants to positively redirect student behavior. Participant
2 stressed that if the four questions redirection strategy did not work she had to be able to
enforce the consequences she had outlined in her classroom. Across the classrooms,
consequences included a timeout, a missed recess, a loss of a classroom incentive
program (class money, Class Dojo points, etc.), and a parent contact. It was also
important that students were aware of these consequences ahead of time. Participant 1
stated that her students knew what the consequences were ahead of time so that they
knew what to expect as a result of their behavior. Despite the use of consequences,
participants still felt that they were able to maintain positive relationships with students.
Participant 5 stated, “Let them know that there are consequences. Have them fulfill that
consequence, and then also let them know that, and I emphasize that, we’re all human,
we all make mistakes. But what’s important is to learn from them.”
Empower students. In each of the 12 classroom observations, it was evident that
the participants found ways to empower their students. Students had a lot of choice in
their daily activities, and it was evident that their voices were heard. Student
empowerment was also evident in the various responsibilities the students were given in
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the classroom and in the ownership they took in managing their own behavior. When
discussing her students, Participant 2 stated, “Then, they’re in control of their
responsibility, they don’t give their power to me and I’m not micromanaging 20 kids.
They’re managing themselves, so I like that.” Empowering her students to take more
responsibility in the classroom not only shows her trust in her students, but it also frees
up some of her responsibilities in the classroom.
Student voice. In each of the 12 classrooms that were observed, it was evident
that each participant provided opportunities for students to have a voice in the classroom.
As the classroom teacher, the participants were not the only ones to make decisions in the
classroom. In many cases, students had a variety of classroom activities they could
choose from, and they had plenty of opportunities to share their thinking with their
teacher and their peers. Participant 2 stressed the importance of allowing students to
have a voice. She stated, “I’m respectful of them as well as that I’m interested in what
they have to say. I think they really start to then develop a voice in the classroom, and
take more ownership of their learning.” Participant 4 also touched on the importance of
having student voice in the classroom:
We hear each other's ideas and they participate in class discussions. So
sometimes in the scholastic news, they have a voting section. And they all want
to vote, they want to make their vote matter. So, we vote and we do the national
vote online. And they feel very positive about it, like they had their voice heard.
Classroom jobs. Student empowerment was also evidenced through the use of
various student jobs to help manage the classroom environment. In several classrooms,
student ambassadors greeted visitors at the door. These classroom ambassadors gave
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classroom tours and explained how things were done in their classroom. All of this took
place while the teacher kept instructing. Students were also observed having jobs like
table captain, managing P.E. equipment, and other roles that allowed them to assist the
teacher in classroom routines and activities. Even classrooms without formal classroom
jobs had opportunities for students to have responsibility in the classroom. In Participant
2’s classroom, students were seen taking over the morning calendar routine. Participant 6
even allowed students to give themselves positive behavior points on the Class Dojo
website. In both of these situations, the participants relinquished some of their power and
control in the classroom and gave it to their students through these opportunities.
Make time for students. Nearly all of the participants mentioned the importance
of continuing to make time for their students individually in order to maintain positive
relationships with them. The time the participants gave to the students revolved around
both academic and personal needs. Sometimes it was time given for individual academic
help on an assignment while other occasions it involved more social and emotional
support. It was important for the participants to be aware of these needs by listening to
their students. Participant 2 stated, “To maintain the positive relationships that I develop
with my students from the beginning of the year I think is just continuing to try to hear
them and recognize them and to really listen to them.” In some cases, there were
structured activities that teachers used as a way to make time for their students’ needs,
and in other cases, it happened more organically throughout the school day. Even so, all
of the participants were very intentional in making sure that they made time for their
individual students throughout the school year.
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During class. All 12 participants were observed making individual time for the
students in their classrooms. In some cases, this was a structured time that was part of
their daily classroom routines, such as greeting students individually at the door each
morning. This practice was used to build positive relationships with students at the
beginning of the year, but the participants felt that it was important to continue doing it in
order to maintain the positive relationships with students throughout the year. A few of
the teachers also used the structured 100 Mile Club time at their school to make time for
their students. During this time, students were able to walk or run to earn miles toward
their end-of-the-year goal of 100 miles. Participant 9 used this as a way to spend time
with her students. She stated,
I often pick a specific student that I want to walk with. I try to pick all of them at
different parts of the week or the month, and that’s when we have deeper
conversations about their interests, about if there’s something that I want them to
do a little bit different.
The participants were also observed making time for individual students even
outside of these structured times. In all of the classroom observations, the participants
were seen roaming the classroom while the students worked independently. As the
participants monitored the room, they stopped to check on students and provide
assistance when necessary. It was evident that using this time to monitor the students
provided the teacher with a lot of insight toward students’ individual academic and
personal needs. During a classroom observation for Participant 8, it was apparent that a
student was having a rough morning emotionally. Throughout her instruction, the
participant made a point to continue to make time for this individual by walking over to
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him, briefly checking in on him, and providing him with an encouraging pat on the back
to let him know that she was there for him. Students across the classrooms were also
seen demonstrating individual needs, and the participants were observed making time to
address these needs as they came up.
Outside of class. Half of the participants mentioned that they have done
something outside of their class time to make time for their students. For Participants 9
and 10, this involved giving up their free time outside of work to support their students.
Participant 9 stated,
There’s a lot of students that are in sports, and I constantly ask their parents, oh,
give me their schedule so I can go watch them play games or I can see them at
practice. I’m very involved with the community with my daughters, so I see a lot
of my students at different activities. That’s a relationship that I maintain.
Participant 10 stated,
I try to take those relationships outside. I’ve attended a birthday party several
times. I tell every kid that’s in a sport, “Give me your schedule.” I will make at
least one game. So I’ve sat on the side of baseball fields, and basketball courts,
and plays, and various recitals. Because I want to be involved in that if it’s
important to them.
Participants 4, 6, 9, 10, and 12 made a point to give up their break times during
the school day to be able to spend time with their students. Participant 6 stated,
Recess times are usually really good. Most of the time I’ll stay in here a little bit
and I’ll have kids that will ask ‘Ms. *****, can I stay in her with here?’ And I’ll
just strike up conversations with them.
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Participant 9 stated,
Sometimes I eat lunch with them. Sometimes we’ll eat lunch in the classroom, or
I’ll go eat lunch with them at the lunch benches. I try to sit with different students
so I can learn about them and so they can learn about me and feel more
comfortable.
Participant 10 stated,
I had 12 kids, almost half the class, come in and we watch cartoons and we talk
and we eat together and spend some social time together. Which is different than
the classroom time.
Participant 12 stated,
They get to eat lunch with me. Everybody does, which the kids love. Because I
play music on Pandora, Kids Bop 2016 or whatever and they love eating in class.
These statements showed the value that these participants found in giving up their free
time in order to maintain the positive relationships they have with students.
Create opportunities for students to share about their personal lives. Every
participant either mentioned or was observed learning about their students’ personal lives
well into the school year. The participants never stopped getting to know their students.
Allowing the students to share about their lives helped the participants not only to
maintain their relationships with students but also to strengthen them. Participant 8 often
referred to the things she learned about her students through the year:
It just helps. I feel like they really know that you care about them when you
remember things about them. Like if you remember that their mom is a nurse at
Kaiser Pasadena, that’s like a big deal to them when you say something about it.
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Again, the participants were very intentional in their practices to be able to ensure that
they continued to get to know their students.
Good things. All 12 participants mentioned using the good things strategy that
they used to get to know students at the beginning of the year as a way to continue to get
to know them throughout the year. Participant 11 stated, “We continue doing good things
throughout the year. It’s not just something we do at the beginning of the year, it’s every
day throughout the whole year as well.” Participant 10 also mentioned good things as
something that she does to maintain positive relationships with students. She stated,
“And then, in good things. Still, even at this point, it allows me to get to know them and
I can talk to them about it.” When the participants were observed having the students
share their good things, every participant asked follow-up questions to learn more
information about the student or to try and relate to them in some way. Participant 9 even
shared her own good thing with the class as a part of the activity.
Class discussions. Outside of good things, a few of the participants mentioned
utilizing classroom discussions to get to know their students. These participants found
ways to relate their classroom content to their students personal lives. Participant 4
stated, “They share their ideas during class discussions. I give them opportunities to
discuss the reading and how it connects to their real lives.” Participant 2 was observed
having students share about their personal lives as a way to help them understand
unfamiliar vocabulary lives. Not only did this allow her to get to know her students, but
it also helped to make the content more meaningful to them. Participant 6 also used
classroom discussions to learn about her students:
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Even doing just simple instruction during the day, if it’s something that’s related to
a story, I grab their own personal experience or what their likes and dislikes are. I
make that comparison with characters or events in the story. Then I take what I
remember from what they spoke about that day and then I’m able to relate it to the
next day.
This participant maintained positive relationships with students by showing that she cared
enough to not only get to know them but also to remember that information.
Research Question 3
What strategies do teachers in Capturing Kids’ Hearts National Showcase
Schools use to restore positive relationships with their students?
Table 6 encompasses the major themes that emerged from the study in relation to
the third research question. Within the three major themes associated with Research
Question 3, there were specific trends that also emerged. These trends are outlined in
Table 7.

Table 6
Frequency of Themes and Scores for Research Question 3
Theme

Frequency

Allow students a fresh start
Engage in positive interactions with students
Meet with students privately

53
40
19
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Table 7
Summary of Trends for Research Question 3
Theme

Major trends

Allow students a fresh start




Contextualize behavior
Body language

Engage in positive interactions with students




Affirmations
Launch

Meet with students privately



Address negative interaction

Allow students a fresh start. In each of the 12 interviews, participants mentioned
ways in which they allowed students a fresh start after a negative interaction had occurred
between them. A fresh start typically meant that the teacher let go of the negative
behavior and gave the student an opportunity to change their behavior without treating
them any differently. Participant 10 stated,
It’s just, we start over every single time. Every time we leave this class we start
over. We come back in and we start again. So if somebody had a class timeout
before we went to lunch, we come back in from lunch and we start over.
Participant 4 also stressed the importance of being able to let negative behavior go:
And then at the end of the day, I kind of just let it go and I just act normal. We go
back to our normal routine. I don’t have any grudges towards them, I don’t treat
them any less. And they know it’s okay, let’s move on.
During a classroom observation, Participant 3 was seem demonstrating this
strategy with a student. The student was misbehaving during one activity, so she had
moved his seat away from the rest of his peers. Then when she transitioned to another
activity, that student was invited back to join the class, and she even chose him as a
volunteer for the lesson. Despite his misbehavior, she gave him another chance to change
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his behavior and she did not treat him any differently than his peers. The student was
initially upset when he had to move seats, but it was evident that her efforts to restore the
relationship were effective since the student was able to rejoin the class and volunteered
to participate in the lesson.
Contextualize behavior. One of the major trends that emerged from the
interviews was that the participants were able to contextualize the negative behavior of
their students. They gave their students a fresh start because they did not take the
behavior of their students personally. Instead, the teachers understood the context of the
negative behavior and that most often it had nothing to do with them. Once they
understood this, it was much easier for them to not hold a grudge with their students. The
participants discussed this contextualization of student behavior on various occasions.
Participant 12 stated,
It’s not the kid so much a lot of times when I’m feeling like things are spiraling
out of control, it’s that I need to get back to basics and start things one step at a
time.
Participant 5 stated,
Just remembering that they’re kids and they’re learning. They’re learning, and
that’s how we grow, and that’s how we become better people.
Participant 7 stated,
I have to forgive the incident, because it’s the incident it’s not the kid, and if we
know the back story on some of these kids it makes sense why they’re going
through what they’re going through, and that’s why they behave the way they
behave.
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Participant 9 stated,
What happened today, tomorrow it’s not that I’m not going to remember, but it’s
not going to make me feel bad or have any bad feelings against you. We all fail.
I fail. I sometimes tell them, when I make a mistake, so they don’t feel bad.
Body language. Part of allowing students a fresh start meant the participants
being aware of their own body language and the messages they were sending to their
students after the negative interaction occurred. Participant 8 stated,
As a teacher, you have to be very mindful of if I’m telling them that we’re going
to reset, then I have to really, in my attitude, in my tone, in my looks, I really do
have to reset because if I tell them that we’re going to reset, and then I’m still mad
at them or showing that I’m mad at them, then I kind of lose my face with them.
Several participants even mentioned the importance of a smile when helping to restore
relationships with students. They felt that a smile alone was a way to show their students
that they still cared, even after a negative interaction had occurred.
Engage in positive interactions with students. In order to restore positive
relationships with students, the participants found ways to have positive interactions with
students after negative interactions took place. They all felt it was important to try to
focus on something positive, rather than dwelling on the negative incident. When
moving on from negative behavior, Participant 6 stated, “I turn it back to more of a
positive so they’re not so down on themselves for the rest of the day.” Participant 11 also
emphasized the importance of positive interactions in her interview. She stated, “I just
try to be positive. I’ll still smile at them or engage with them throughout the day
knowing that no matter what happened, we figure it out.” When misbehavior did take
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place during classroom observations, the participants continued to positively engage with
the students who were misbehaving. Sometimes these positive interactions were verbal,
and sometimes they involved the appropriate use of physical touch through hugging and
high fives.
Affirmations. One way the participants engaged in positive interactions with their
students after a negative interaction took place was through the use of verbal
affirmations. Participant 7 stated, “I’ll point something out that they did do great. ‘You
cleaned up so well today,’ maybe they didn’t do their work, but they did clean up nicely,
so I acknowledge something that they did well.” Participant 4 also felt that it was
important to affirm students. When asked what she does to restore positive relationships,
she stated,
I affirm them if I see this change in their behavior. I said, “I really like how
you’re catching up on your work, you’re doing so much better. I like the way
you’re concentrating instead of talking.” So, I try to affirm the positive more than
the negative. I don’t reflect so much on the negative. (Participant 4)
These types of specific praise allowed the participants to restore the relationships with
their students through a positive and meaningful interaction.
Launch. Nine of the 12 participants mentioned that they use the Launch
component of the Capturing Kids’ Hearts program as a way to engage positively with
students after a negative interaction occurred. The launch is a structured time at the end
of the school day where teachers purposefully end the classroom experience and prepare
to send the students back out into the real world. Participant 4 shared a launch jar as an
artifact for the study. In the jar, there were different items that could be pulled and used
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as a launch for any particular day. The items inside involved inspiring videos, inspiring
quotes, students sharing something, or students affirming each other. When asked about
the use of the launch component in terms of restoring positive relationships between
teacher and students, the participants felt that it allowed them to have a positive
interaction with all students before they left for the day. Participant 3 stated,
I think the launch really helps because it’s a positive, inspirational, thing at the
end of the day. That’s why I really try to not skip it. It’s always positive.
Anything positive at the end of the day. And they go home feeling good.
Participant 4 stated,
I do love it because it changes the child’s view to a positive happy feeling. The
teacher goes home happy, the children go home happy, and positive. And they
come back more motivated to go to school the next day. So you end the day on a
positive note.
Participant 6 stated,
I just try to express to the kids that I still care, regardless of what they do, they are
here. I remind them to make better choices and just having a fresh start every
day. It may be just one bad day, we all have bad days and I remind them of that.
Even just leaving them with a positive feeling or even a thought that they do care
about them, not just their own learning as their teacher but as their friend too.
Participant 11 stated,
As you saw, when they leave as well, they give me a high five, I give them a
launch with, “Who’s awesome?” Simple, but it reminds them that no matter what
kind of day we’ve had, you’re still awesome.
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Meet with students privately. The majority of the participants either mentioned
or were observed meeting with students privately after a negative interaction between two
students had occurred. Most often these were informal meetings where the participants
would approach the students who were misbehaving in class and address them
individually. However, in more severe cases, or when these informal conferences were
not effective, the teachers pulled the students out of class or kept them in at recess to talk
to them. Participant 5 stated, “I just, again, one-on-one, never in front of everybody, let
them know that I’m disappointed, because they need to know when they’ve done
something wrong.” These informal and formal meetings allow teachers to restore
positive relationships with students because they allot the teacher and student some oneon-one time to try to fix the problems that are arising and move forward. The meetings
also can help restore relationships with students because they allow the participants an
opportunity to recognize their own behavior with their students. Participant 12 stated,
I tend to be pretty transparent with my students and let them know that yeah I
messed up there and I’m going to do better tomorrow. I let them know that when
something happens and I have to talk with them and make them aware of their
behavior, then I tell them, “I’m starting over tomorrow, we’re both going to start
over tomorrow.” It’s a clean slate so to speak.
Address negative interaction. In the private meetings with students, the
participants made time to address the negative interaction that occurred. It was a time to
talk through what happened and explain why their behavior was unacceptable. In many
cases, the participants felt that negative student behavior warranted a negative reaction
from them if the student behavior was threatening the safety of themselves and others. In
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those cases, the participants felt that they needed time with the student not only to explain
why the behavior was dangerous but also why they reacted so negatively. Participant 10
described a situation where a student was being unsafe, and she reacted out of fear for his
safety: “I brought him right out to the door and I said to him, ‘You could really hurt
yourself. That would be an awful thing to have happen.’”
In some cases, meeting with students privately was used as more of a teaching
moment for the participants. In many cases, students in this age group do not realize how
their actions are affecting others. Participant 12 stated, “I have to talk with them and
make them aware of their behavior.” Participant 4 stated,
If it’s a severe problem, I kind of get really serious with them. And I tell them,
“You know what? Your actions are affecting you in this way, and they’re
affecting others in this way when you’re not allowing them to learn.” You know,
just seeing the effect their behavior has on them and on other students.
Participant 4 was also observed having a private meeting with a student during the
classroom observation. After talking through his behavior with him, she used the
opportunity to help him set a behavioral goal and encouraged him to achieve it. By
addressing the student behavior, helping him to understand he was at fault, and
encouraging him to move forward the participant was able to restore her positive
relationship with the student.
Summary
Chapter IV presented the findings in relation to the three research questions that
guided this study on positive relationships between teachers and students in Capturing
Kids’ Hearts National Showcase Schools. First, the study’s purpose and methodology
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were reviewed. Then the data collection and analysis procedures were briefly outlined
before the findings were ultimately presented by research question.
This study sought to understand the development of positive teacher-student
relationships in three separate phases: establish, maintain, and restore. Based on the 12
interviews, 12 observations, and seven artifacts that were analyzed, a total of 12 major
themes emerged. Three of the themes addressed how the participants established positive
relationships with students, six of the themes addressed how the participants maintained
these relationships once they were established, and the last three themes addressed how
the participants restored positive relationships with students after a negative interaction
had occurred.
The next chapter discusses the conclusions, implications for action, and
recommendations for future research based on the findings from this chapter.
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CHAPTER V: FINDINGS, CONCLUSIONS, AND RECOMMENDATIONS
Chapter V begins with a review of the study by restating the purpose statement,
research questions, methodology, population and sample. It then presents the major
findings from the study and the unexpected findings that emerged. Finally, the researcher
presents the conclusions and implications for action based on the research findings and
the recommendations for future research in this area.
Purpose Statement
The purpose of this qualitative study was to explore and describe the strategies
elementary teachers use to establish, maintain, and restore positive relationships with
students in Capturing Kids’ Hearts National Showcase Schools.
Research Questions
1. What strategies do teachers in Capturing Kids’ Hearts National Showcase Schools use
to establish positive relationships with their students?
2. What strategies do teachers in Capturing Kids’ Hearts National Showcase Schools use
to maintain positive relationships with their students?
3. What strategies do teachers in Capturing Kids’ Hearts National Showcase Schools use
to restore positive relationships with their students?
Methodology
This qualitative, phenomenological study was designed to explore and describe
the strategies that teachers in Capturing Kids’ Hearts National Showcase Schools use to
foster positive relationships with their students, utilizing an establish maintain restore
(EMR) framework. Within the framework, the researcher sought to identify strategies
that teachers use to establish, maintain, and restore positive relationships with their
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students. The study included 12 participants from two separate schools. Data were
collected from these participants through the use of semistructured interviews, classroom
observations, and artifacts.
Population
The population of this study consisted of elementary school teachers who taught
at Capturing Kids’ Hearts National Showcase Schools in California. The target
population included teachers from two elementary schools in Los Angeles County who
had received the Capturing Kids’ Hearts National Showcase Award during the 2017-2018
school year.
Sample
The researcher utilized purposive sampling techniques to narrow down the sample
of the study to a total of 12 participants from the two schools. Participants had to meet
the following criteria: The participants needed to (a) be classroom teachers, (b) be trained
in the Capturing Kids’ Hearts program, and (c) have a minimum of 2 years teaching
experience utilizing the Capturing Kids’ Hearts strategies. The principals of the two
schools were asked to recommend teachers who met these criteria, and then 12 teachers
were invited to participate in the study based on these recommendations.
Major Findings
Teacher-student relationships lie at the center of teaching and learning, and they
impact a large number of student outcomes (Brinkworth et al., 2018). The aim of this
study was to identify strategies teachers use to foster positive relationships with students
using an EMR framework. This framework was developed as a way to understand three
phases of relationship building between teachers and their students (Teach and Assist,
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2017). The phases are establishing the relationship, maintaining the relationship, and
restoring the relationship after conflict has occurred (Ottinger et al., 2015). The major
findings for this study included strategies that teachers use in each of three phases of the
EMR framework. The findings are organized and presented by each research question.
Research Question 1
What strategies do teachers in Capturing Kids’ Hearts National Showcase
Schools use to establish positive relationships with their students?
Finding 1: Learn about students. It is important for teachers to take the time to
get to know their students in order to establish positive relationships with them. The
participants in the study utilized various activities at the beginning of the year to get to
know their students, including a structured time for them to share good things going on in
their lives. They all felt that taking the time to do these activities allowed them to better
understand the students who were in their classrooms. Teachers have the responsibility
to get to know their students not only academically but personally and socially as well
(Sears, n.d.). Taking the time to get to know students not only informs the teacher, but it
also shows the students that their teacher cares about them as a person.
Finding 2: Create a social contract. Developing a social contract is a Capturing
Kids’ Hearts program strategy that involves teachers soliciting student input on
classroom expectations and rules. In this activity, students have a chance to voice their
opinions and create a classroom contract that belongs specifically to them. Everyone has
input into the classroom contract, and they all sign it, showing their commitment to
following it. This allows them to establish a sense of belonging in their classroom right
away, because the contract is something they created. According to Cook et al. (2018),
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one of the primary goals of the establish phase of the EMR framework is to help students
foster a sense of belonging in the classroom environment. Through the use of student
voice, teachers are able to use the creation of the contract to build classroom community
and foster a sense of belonging in all students.
Finding 3: Establish routines and procedures. In all 12 classrooms observed, it
was apparent that the participants had established classroom routines and procedures for
specific activities. This allowed them to effectively manage their classroom
environments, while also minimizing their negative interactions with students. The
teachers did not have to spend a lot of time disciplining students, because the students in
these classrooms knew what was expected of them, and in turn, they were able to meet
these expectations. The consistency that is demonstrated through the use of classroom
routines and procedures allows teachers to develop the trust with students that is needed
to create an emotionally safe space for learning (K. Lee, 2016; The Scots College, 2017).
Research Question 2
What strategies do teachers in Capturing Kids’ Hearts National Showcase
Schools use to maintain positive relationships with their students?
Finding 4: Utilize positive behavior reinforcement. During data analysis, the
theme that was coded for the most frequency was the use of positive behavior
reinforcement strategies as a way to maintain positive relationships with students. Not
only did positive behavior reinforcement come up in the interviews but also in the
classroom observations and in some of the artifacts that were analyzed. The participants
reinforced positive behavior through a combination of verbal praise and tangible behavior
incentives. The participants were very intentional in their positive behavior
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reinforcement practices. They were aware of what motivated their students, and they
used that motivation to reinforce individual students. According to Cook et al. (2018),
teachers maintain positive relationships with students through consistent and ongoing
positive interactions. By using positive behavior reinforcement in their classrooms, the
participants ensured that they were regularly engaging in positive interactions with their
students.
Finding 5: Find ways to positively redirect negative behavior. Since positive
relationships with students are maintained through positive interactions (Cook et al.,
2018), it was important to understand how teachers responded to negative behavior when
it occurred. All of the participants found ways to positively redirect student behavior,
rather than engaging with those students in a negative manner. Many participants used
the Capturing Kids’ Hearts strategy called “four questions” as a way to positively redirect
behavior. In this strategy, the teacher takes the student through a series of questions that
allow the student to realize what he or she is doing wrong, without the teacher having to
point it out in a negative manner. This strategy also allows students to take ownership of
their behavior because they say how they are going to change their behavior rather than
the teacher telling them how to change it. Another way the teachers were able to
positively redirect student behavior was by training students to redirect each other.
Students were taught a nonverbal signal from the Capturing Kids’ Hearts program, and
they used this signal to “check” their peers who were not behaving appropriately. This
allowed for a lot of negative behaviors to be redirected without the teacher even having to
get involved.

108

Finding 6: Consistently hold students accountable. Holding students
accountable for their behavior is a necessary part of a teacher’s job, but it can be done in
a way that actually helps to maintain positive relationships with students (Boynton &
Boynton, 2005). All of the participants felt that it was necessary to hold students
accountable for their behavior. Oftentimes, the participants referred back to the social
contracts they had created as a way to hold students accountable. This reminded the
students of the classroom expectations they had all agreed to and gave them a chance to
correct their behavior. If behavior was not corrected, the participants all had
consequences that they used to enforce their expectations and hold students accountable.
These consequences were fair in nature and were communicated to the students ahead of
time. This helped to build trust and maintain the relationships teachers had with students,
because the students knew that they would all be held accountable for their behavior.
Finding 7: Empower students. Each of the participants found different ways to
empower the students in his or her classroom. Students were encouraged to find their
voice in the classroom by learning how to express their feelings, sharing in classroom
discussions, and making decisions about things that affected them. This helped them to
realize that who they were and what they had to say mattered. Students were also given
various responsibilities in the classroom. By helping to manage the classroom
environment, the students had more ownership in the classroom. It also encouraged
student autonomy by giving them opportunities to do things on their own rather than
always being micromanaged by their teacher. When students have interactions with
teachers that encourage autonomy, they are both more engaged and motivated to learn
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(Williams, 2017), allowing teachers to maintain the positive relationships they have
established with their students.
Finding 8: Make time for students. When teachers spend a significant amount
of time with their students, it allows for a sense of closeness and personal connection (K.
Lee, 2016; Rimm-Kaufman & Sandilos, 2011). This study found that teachers are able to
maintain positive relationships with students by making time for them. In the
classrooms, participants were observed making time for individual students throughout
their instruction. Whether the students had personal needs or academic ones, the
participants made time to stop what they were doing to address individual needs as they
arose. The participants were also purposeful in making time for students by monitoring
them while they worked independently and providing assistance when necessary. Some
participants even gave up their own free time to maintain their positive relationships with
students. They gave up recesses, lunch breaks, and time outside of the school day to
spend time with students or support them in their extracurricular activities.
Finding 9: Create opportunities for students to share about their personal
lives. Literature on positive teacher-student relationships suggests that teachers get to
know their students personally in order to build relationships with them (Foley, n.d.).
The classroom-based research of this study found that it was important for teachers to
continue to get to know their students in order to maintain positive relationships with the
students throughout the school year. The participants allowed time daily for students to
share about their personal lives, and they asked follow-up questions to what the students
shared to get to know them even better. The participants also utilized classroom
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discussions as a way to for students to share about themselves and make connections
between their personal lives and classroom content.
Research Question 3
What strategies do teachers in Capturing Kids’ Hearts National Showcase
Schools use to restore positive relationships with their students?
Finding 10: Allow students a fresh start. It is imperative that teachers allow
students a fresh start to change their behavior after a negative interaction has occurred in
the classroom. In a fresh start, the teacher should be able to let go of the negative
incident and move on from it by not treating the student differently from his or her peers.
Positive teacher-student relationships occur when students feel respected and supported
by their teacher (Krane et al., 2017). By allowing students a fresh start, the teacher is
able to show that he or she still respects and supports students, even after a negative
interaction has occurred. In order to allow a fresh start, the participants in the study had
the ability to understand the context of negative student behavior rather than taking the
behavior personally. This allowed them to move on from the negative interaction without
treating the student any differently. Participants were conscious of both their behavior
and their body language after negative interactions with students. They wanted to show
students they were truly giving them an opportunity to make better choices without
holding any grudges towards them.
Finding 11: Engage in positive interactions with students. In order to restore
positive relationships with students, there must be positive interaction that takes place
between the teacher and student (Ottinger et al., 2015). Participants in the study were
purposeful in finding ways to interact positively with students after a conflict had

111

occurred. They strived to find something positive that these students did, so that they
could praise them or acknowledge them with a hug or high five. Many participants also
used the launch component of the Capturing Kids’ Hearts program as a way to restore
positive relationships with students. The launch allowed the participants to end each
school day on a positive note with all students before sending them home for the day.
Finding 12: Meet with students privately. Positive relationships with students
can be restored through the teacher’s use of skillful communication to address the
negative event that occurred (Ottinger et al., 2015). It is important for teachers to take
the time to meet with students privately to discuss their behavior. The participants in this
study were observed to address most student behavior individually in the classroom, by
having quick, one-on-one conversations with the students. In more serious cases, the
participants stated that they would either pull students out of class or keep them in at
recess to have a conversation. These private conversations allow teachers to discuss
problem behavior with students and help them to see how their behavior impacts both
themselves and others. It also allows both teachers and students the opportunity to
explain themselves, apologize, and move on from the negative incident in order to restore
the positive relationship they have developed.
Unexpected Findings
Previous literature stressed the importance of positive teacher-student
relationships, but it did not reveal the importance of communication between teachers
and parents as a way for teachers to build relationships with students. Many of the
participants in this study felt that it was important for them to be in regular
communication with parents in order for them to establish, maintain, and restore positive
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relationships with students. Communicating with parents at the beginning of the year
allowed the participants to establish positive relationships with students by helping them
to learn more about students and their backgrounds. It helped them to maintain positive
relationships with students, because they could communicate with parents as a way to
acknowledge positive behavior and keep them involved in what was going on in the
classroom. It helped them to restore positive relationships with students because parents
were made aware of negative student behavior and were then able to address this
behavior at home. Taking the time to communicate with parents not only helped the
parents to be more involved, but it also showed both parents and students that the
teachers valued their relationships.
Conclusions
The aim of this study was to identify strategies that teachers in Capturing Kids’
Hearts National Showcase Schools use to establish, maintain, and restore positive
relationships with their students. After interviewing, observing, and collecting artifacts
from the 12 participants, several conclusions emerged in relation to the development of
positive teacher-student relationships. These conclusions were drawn based on findings
across all three research questions.
Capturing Kids’ Hearts
The Capturing Kids’ Hearts program was found to be beneficial in helping
teachers to establish, maintain, and restore positive relationships with their students.
Teachers identified strategies from the program that were useful to them across all three
phases of teacher-student relationship development. They were also able to describe
specifically how each strategy helped them in each phase of relationship development. A
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major focus of the Capturing Kids’ Hearts program is to help teachers build strong
relationships with their students (Stealey, 2010). The findings of this study prove that the
Capturing Kids’ Hearts program does in fact provide teachers with the tools necessary to
develop positive relationships with their students.
Intentional Practices
Teacher-student relationships are not developed by coincidence. One of the most
powerful things teachers can do is invest their efforts into building strong relationships
with their students (The Australian Society for Evidence Based Teaching, n.d.). Teachers
must be intentional in their practices when establishing, maintaining, and restoring
positive relationships with students. This entails structured activities throughout the
school year that are devoted to relationships. The participants in this study were very
aware of the practices they utilized to strengthen the relationships they had with students.
It was important to them to make their relationships with students a priority, and their
behaviors in the classroom reflected this priority.
Quality Time
Establishing, maintaining, and restoring positive relationships require a significant
amount of quality time spent between teachers and students. Zakrzewski (2012) stated
that teachers must listen to and express personal interest in their students. In order to do
this, teachers must be willing to give up time either in class or outside of class to spend
time with students. The participants in this study expressed that the majority of what they
did to strengthen the relationships they had with students was just to spend time with
them, because they felt that time was important to students. It allowed them the
opportunity to not only get to know their students and have shared experiences with them
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but also to address any negative interactions and repair any damage that may have been
done to the relationship.
Implications for Action
The implications for action are based on the findings and conclusions of this
study. They are suggestions for educational leaders at all levels that will contribute to the
development of positive relationships between teachers and students in the classroom.
Since teacher-student relationships are a smaller component of social emotional learning
(SEL), implications for SEL on a broader level are presented first, followed by more
specific suggestions that are directly related to teacher-student relationships.
 Educational leaders at the federal and state level must make SEL a priority through
educational laws and policies.
 All 50 states must continue to develop specific SEL competencies, standards, and
instructional best practices for teachers and students.
 School districts should utilize a multitiered system of support (MTSS) model to
address both academic and social-emotional needs of students. This model should
reflect the use of strong relationships between teachers and students.
 School districts should provide teachers with professional development on positive
teacher-student relationships. This professional development should include both the
benefits of positive teacher-student relationships and strategies for developing them.
 School district and union leaders should work together to modify the teacher
evaluation process so that it includes a component on relationship building with
students.
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 Teacher preparation programs should include training on how teachers can develop
positive relationships with students.
 School administrators should implement programs, such as Capturing Kids’ Hearts,
that focus on the development of strong teacher-student relationships.
 School administrators must allow teachers time to share and discuss best practices for
relationship building with students at staff meetings and/or during collaboration time.
 Teachers should devote time daily to strengthening relationships with students. This
should be reflected in their daily schedule.
 Teachers should be recognized by their peers and/or administrators for their
outstanding efforts in building relationships with students.
Recommendations for Further Research
Based on the findings and limitations of this study, the following
recommendations for future research are presented:
1. A similar study should be conducted using a larger sample size that was not limited to
a specific geographic region.
2. A study should be conducted that examines students’ perceptions of their relationships
with teachers in Capturing Kids’ Hearts National Showcase Schools.
3. A study should be conducted in Capturing Kids’ Hearts National Showcase Schools
that examines administrators’ perceptions of the program.
4. A study should be conducted in Capturing Kids’ Hearts National Showcase Schools
that examines parents’ perceptions of the program.
5. A study should be conducted that examines the impact that the Capturing Kids’ Hearts
program has on teachers.

116

6. A study should be conducted that examines how school principals can use the
Capturing Kids’ Hearts program to build positive relationships with students.
7. A study should be conducted that examines how the Capturing Kids’ Hearts program
can impact school climate.
8. A study should be conducted that examines strategies used to strengthen teacherrelationships by teachers who have not been trained in the Capturing Kids’ Hearts
program
9. A study should be conducted that examines how middle school teachers establish,
maintain, and restore positive relationships with students.
10. A study should be conducted that examines how high school teachers establish,
maintain, and restore positive relationships with students.
Concluding Remarks and Reflections
Being a classroom teacher, developing positive relationships with students, has
always been the foundation of my personal teaching philosophy. I have always believed
that when students have a personal connection with their teacher, it motivates them to
work harder in the classroom. When examining the literature on teacher-student
relationships, it was extremely validating to have my personal beliefs confirmed. Strong
teacher-student relationships have been associated with a variety of positive student
outcomes, including improvements in academics, behavior, and overall mental health
(E. Gallagher, n.d.; Gehlbach et al., 2016; Wang et al., 2013). I then became committed
to understanding what teachers could do in their classrooms to improve their relationships
with students.
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The Capturing Kids’ Hearts program focuses on strengthening teacher-student
relationships in order to influence a variety of other outcomes. It was important to me to
study teachers in Capturing Kids’ Hearts National Showcase Schools, because they had
been recognized for their outstanding work in improving school culture through the
implementation of the program. In conducting this study, I was able to understand
exactly how the Capturing Kids’ Hearts program helps teachers build positive
relationships with students. I was also able to identify some specific strategies that all
teachers can use in their classrooms, whether they are trained in the program or not.
While the two schools involved in this study served a large number of
economically disadvantaged students, it is important to note that positive teacher-student
relationships are vital to the success of all students everywhere. Children are seeking
connection from caring adults now more than ever, and as educators, it is our
responsibility to provide them with those connections in school. Positive teacher-student
relationships are vital to the success of students everywhere. I am so thankful to the
participants in this study for allowing me to learn from them. It is my hope that this
research will be shared with other teachers, and that they are able to use it to inform their
daily practice in the classroom. I look forward to continuing this work with students in
my own classroom and throughout the duration of my professional career in education.
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APPENDIX A
Interview Protocol Script
Oral Interview Script Brandman University Doctoral Dissertation
Researcher: Allison Cano
Participant #:_____________ Date:______
Introduction
“Hello, my name is Allison Cano and I am a doctoral candidate from Brandman
University. Thank you for meeting with me today. Your time is valuable and I appreciate
your participation.”
“The purpose of this qualitative study is to identify and describe the various strategies
that teachers in Capturing Kids’ Hearts National Showcase Schools use to build positive
relationships with students. These schools have been identified by the Flippen Group,
creators of the Capturing Kids’ Hearts program.”
“Interviews with teachers will be used to gather information about strategies that teachers
utilize in order to build positive student-teacher relationships in their classrooms. Data
from these interviews will also provide insight into how teachers engage students while
implementing the Capturing Kids’ Hearts program. 11 other teachers will be interviewed
and all responses will be transcribed later.”
“I would like to remind you that this interview will be recorded so I can make sure to
transcribe your answers correctly. This transcription will be sent to you so you can
review it for accuracy. Please remember that your name will be anonymous.
Additionally, all names will be removed from the transcript as well.”
“I will be reading form my interview template in order to conduct this interview. This
will be done in order to ensure that all interviews will be conducted using the same
protocol. Feel free to ask clarifying questions at any time during this process.”
Informed Consent (required for Dissertation Research)
“I would like to remind you any information that is obtained in connection to this study
will remain confidential. All of the data will be reported without reference to any
individual(s) or any
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institution(s). After I record and transcribe the data, I will send it to you via electronic
mail so that you can check to make sure that I have accurately captured your thoughts and
ideas. Did you receive the Informed Consent and Brandman Bill of Rights I sent you via
email? Do you have any questions or need clarification about either document?”
“We have scheduled an hour for the interview. At any point during the interview you may
ask that I skip a particular question or stop the interview altogether. For ease of our
discussion and accuracy I will record our conversation as indicated in the Informed
Consent. Do you have any questions before we begin?
“In order to understand how you build positive relationships with your students, I am
going to ask you a series of questions based on three stages of teacher-student
relationship development. First I will ask questions on how you establish positive
relationships with students. Next, I will ask questions on how you maintain positive
relationships with students. Finally, I will ask questions on how you are able to restore
positive relationships with students. Let’s get started.”
“What are some of the ways that you establish positive relationships with your students
at the beginning of the year?
 How do you make time for individual students?
 How do you learn about your students?
How does creating a Social Contract help you to establish positive relationships with
your students?
How do you maintain the positive relationships you have developed with your students
throughout the year?
 What are some ways you engage in positive interactions with your
students?
 How do you acknowledge positive behavior?
 How do you respond to negative behavior?
How can the Four Questions be used to maintain positive relationships with students?
What are some ways you restore relationships with students after a negative interaction
has occurred?
 How do you move on from a negative interaction with a student?
 How do you show students that you care after a negative interaction has
occurred?
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How can the Launch at the end of the day help you to restore positive relationships with
your students?”
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APPENDIX B
Observation Log
Date:

Time:

Subject/Activity:

Strategies for Developing Positive Teacher-Student Relationships




Establish
Maintain
Restore
Factual Observations

Personal Observations
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APPENDIX C
Artifact Analysis
Date:

Time:

Title:

Strategies for Developing Positive Teacher-Student Relationships
 Establish
 Maintain
 Restore
Type of artifact
 Student Acknowledgements
 Bulletin boards/Posters
 Classroom Routines
 Photos of Classroom Environment
Factual Observations

Personal Observations
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APPENDIX D
Interview Feedback Reflection Questions
Conducting interviews is a learned skill set/experience. Gaining valuable insight about
your interview skills and affect with the interview will support your data gathering when
interviewing the actual participants. As the researcher you should reflect on the questions
below after completing the interview. You should also discuss the following reflection
questions with your ‘observer’ after completing the interview field test. The questions are
written from your prospective as the interviewer. However, you can verbalize your
thoughts with the observer and they can add valuable insight from their observation.
1. How long did the interview take?

Did the time seem to be appropriate?

2. How did you feel during the interview? Comfortable? Nervous?
3. Going into it, did you feel prepared to conduct the interview? Is there something you
could have done to be better prepared?
4. What parts of the interview went the most smoothly and why do you think that was the
case?
5. What parts of the interview seemed to struggle and why do you think that was the
case?
6. If you were to change any part of the interview, what would that part be and how
would you change it?
7. What suggestions do you have for improving the overall process?

145

APPENDIX E
Field-Test Participant Feedback Questions
While conducting the interview you should take notes of their clarification
request or comments about not being clear about the question. After you
complete the interview ask your field test interviewee the following clarifying
questions. Try not to make it another interview; just have a friendly
conversation. Either script or record their feedback so you can compare with the
other two members of your team to develop your feedback report on how to
improve the interview questions.
Before the brief post interview discussion, give the interviewee a copy of the interview
protocol.
If their answers imply that some kind of improvement is necessary, follow up for
specificity.
1. How did you feel about the interview? Do you think you had ample
opportunities to describe what you do as a leader when working with
your team or staff?
2. Did you feel the amount of time for the interview was ok?
3. Were the questions by and large clear or were there places where you
were uncertain what was being asked? If the interview indicates some
uncertainty, be sure to find out where in the interview it occurred.
4. Can you recall any words or terms being asked about during the
interview that were confusing?
5. And finally, did I appear comfortable during the interview… (I’m
pretty new at this)?
Remember, the key is to use common, conversational language and very user
friendly approach. Put that EI to work NOTE: Red font is for your eyes
and support info only
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APPENDIX F
Institutional Review Board Approvals
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APPENDIX G
Principals’ Nomination E-mail
Dear Principal____________,
I am an elementary school teacher for Corona-Norco Unified School District and a
doctoral candidate from Brandman University. Currently, I am researching my
dissertation topic that focuses on student-teacher relationships in Capturing Kids’ Hearts
National Showcase Schools.
The purpose of my qualitative study is the following:
The purpose of this study is to explore and describe the strategies elementary teachers
have used to establish, maintain, and restore positive relationships with students in
Capturing Kids’ Hearts National Showcase schools.
Teachers will experience minimal risks during the course of their participation in this
study. Each participant will be observed in the classroom, as well as be interviewed. I am
looking for teachers that meet the following qualifications:
- Minimum of 2 years teaching experience;
- Currently utilizing the Capturing Kids’ Hearts program in their classroom
I would be grateful if you could recommend teachers who meet this qualifications, and
provide me with their names, emails, and phone numbers, or a short email introducing me
to each teacher. I am contacting two principals, including you, in order to find 12
participants for my study.
Thank you for your consideration in this matter.
Respectfully,
Allison Cano
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APPENDIX H
Invitation E-Mail To Participating Teachers
Dear Mr./Ms.________________________,
Thank you for your interest in participating in my research study on Student-Teacher
Relationships in Capturing Kids’ Hearts National Showcase Schools. Your principal
nominated you as a potential participant in this study because of your strong abilities in
terms of developing positive student-teacher relationships. You will be interviewed for 45
minutes and will be verbally answering 10 questions that the researcher developed in
conjunction with a dissertation committee. The questions are based on the strategies you
use to build strong relationships and secure attachments with your students. . In addition
to interviewing you, I would like the opportunity of observing a class lesson for a
duration of 60 minutes.
Your privacy and confidentiality are taken seriously. I have attached the Brandman
University Research Participants Bill of Rights and “Informed Consent and Audio
Recording” documents. There is minimal risk involved in this study.
The purpose of my qualitative study is the following:
The purpose of this study is to explore and describe the strategies elementary teachers
have used to foster positive relationships with students in Capturing Kids’ Hearts
National Showcase schools.
Please contact me at a time that is convenient for you so we can schedule the 45-minute
interview. I look forward to learn about your lived experiences, strategies, and knowledge
of how you build positive student-teacher relationships. This study aims to provide
information about how all teachers can develop positive relationships with students.
Thank you,
Allison Cano
Doctoral Candidate, Brandman University
Teacher, Ronald Reagan Elementary (Corona-Norco Unified School District)
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APPENDIX I
Confirmation Letter to Participants

Dear Qualitative Study Participant,
Thank you for agreeing to participate in my qualitative research study. Upon
recommendation from your principal, you were selected as a teacher who is capable of
building strong relationships with your students. Your role within the study is critical in
helping all teachers learn specific strategies that enable the development of positive
student-teacher relationships.
As a participant in this study, you agree to the following:
1. Participate in a one-on-one interview with me, as the researcher. The interview should
last approximately 45 minutes and we will meet at a time and place that is convenient for
you. Please be advised that the interview will be digitally recorded and transcribed by a
transcription service. I will safeguard your confidentiality and anonymity by using a
pseudonym and avoid using any identifying information, such as school district or school.
You may decline to answer any questions that you do not feel comfortable answering.
2. You may be asked, as one of the teachers that participate in this research study, if I, the
researcher, can observe you teaching one of your classes. This observation will provide
me with an opportunity to gain a better sense of your ability to build positive teacherstudent relationships. These observations will also be voluntary. I will document my
observations in a written format, excluding names of all participants.
3. You may be asked, as one of the participants in this study, to share any artifacts that
help you
develop positive student-teacher relationships. These artifacts will help me better
understand how you build positive relationships with students in your classes. This is
voluntary. All my artifact analysis will be completed in a written format, excluding all
names of participants.
If you have any questions about this study or would like any additional information about
the study, please feel free to contact me at (951) 640-6762 or via email at
adsouza@mail.brandman.edu
Thank you for your participation in this research study.
Allison Cano, Doctoral Candidate
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APPENDIX J
Bill of Rights

BRANDMANUNIVERSITYINSTITUTIONALREVIEWBOARD
Research Participant’s Bill of Rights
Any person who is requested to consent to participate as a subject in an experiment, or who is
requested to consent on behalf of another, has the following rights:
1. To be told what the study is attempting to discover.
2. To be told what will happen in the study and whether any of the procedures, drugs or
devices are different from what would be used in standard practice.
3. To be told about the risks, side effects or discomforts of the things that may happen
to him/her.
4. To be told if he/she can expect any benefit from participating and, if so, what the
benefits might be.
5. To be told what other choices he/she has and how they may be better or worse than
being in the study.
6. To be allowed to ask any questions concerning the study both before agreeing to be
involved and during the course of the study.
7. To be told what sort of medical treatment is available if any complications arise.
8. To refuse to participate at all before or after the study is started without any adverse
effects.
9. To receive a copy of the signed and dated consent form.
10. To be free of pressures when considering whether he/she wishes to agree to be in the
study.
If at any time you have questions regarding a research study, you should ask the
researchers to answer them. You also may contact the Brandman University Institutional
Review Board, which is concerned with the protection of volunteers in research projects.
The Brandman University Institutional Review Board may be contacted either by
telephoning the Office of Academic Affairs at (949) 341-9937 or by writing to the Vice
Chancellor of Academic Affairs, Brandman University, 16355 Laguna Canyon Road, Irvine,
CA, 92618.
Brandman University IRB

Adopted November 2013
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APPENDIX K
Informed Consent
Brandman University
16355 Laguna Canyon Road
Irvine, CA 92618
Research Topic: Effective strategies used by teachers in Capturing Kids’ Hearts
National Showcase Schools to build positive relationships with students.
Researcher: Allison Cano
Purpose of Study: The purpose of this qualitative study is to identify and describe the
various
strategies that teachers in Capturing Kids’ Hearts National Showcase Schools use to build
positive relationships with students. These schools are identified by the Flippen Group,
creators of the Capturing Kids’ Hearts program.
By participating in this study, I agree to participate in a one-on-one recorded interview.
The interview will be done in person; however, arrangements can be made, if necessary,
to conduct the interview via Adobe Connect if participant is unable to meet in person.
The interview will take approximately 45-60 minutes from start to finish, and I have been
advised that I have the right to not answer a question, if I do not feel comfortable. After
the
interview, the researcher may ask me for any artifacts that support the development of
positive
student-teacher relationships in my classroom. I may also be asked to allow the
researcher to come into my classroom and observe me as I teach.
I understand that:
1. There are minimal risks associated with participating in this study. I understand
the researcher will be safeguarding my confidentiality and anonymity by using a
pseudonym and avoid using any identifying information, such as school district or
school.
2. The potential benefit to me participating in this study is that I can add my
expertise in the form of strategies to build positive relationships with students to
other educators.
3. The findings at the end of the study will be made available to me.
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4. My participation in this study is voluntary.
5. I will not be compensated for my participation in this study.
6. I can remove myself from the study at any time for any reason.
7. Any questions I have regarding this study can be directed at the researcher,
Allison Cano, via email at adsouza@mail.brandman.edu or by phone at (951)
640-6762.
I understand that if I have any questions, comments, or concerns about the study or the
informed consent process, I may write or call the Office of the Executive Vice Chancellor
of Academic Affairs, Brandman University, at 16355 Laguna Canyon Road, Irvine, CA
92618, (949) 341-7641. I acknowledge that I have received a copy of this form and the
“Research Participant’s Bill of Rights.” I have read the above and understand it and
hereby consent to the procedure(s) set forth.

____________________________________________ _____________________
Signature of Participant
Date

____________________________________________ _____________________
Signature of Researcher
Date
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APPENDIX L
Audio Release Form
RESEARCH TITLE: Strengthening Teacher-Student Relationships:
Identifying Strategies from Capturing Kids’ Hearts National Showcase Schools
BRANDMAN
UNIVERSITY
16355 LAGUNA
CANYON ROAD
IRVINE, CA 92618
RESPONSIBLE INVESTIGATOR: Allison Cano, M.Ed.

I authorize Allison Cano, M.Ed., Brandman University Doctoral Candidate,
to record my voice. I give Brandman University, and all persons or entities
associate with this study, permission or authority to use this recording for activities
associated with this research study.
I understand that the recording will be used for transcription purposes and
the identified-redacted information obtained during the interview may be
published in a journal or presented at meetings and/or presentations. I will be
consulted about the use of audio recordings for any purposes other than those
listed above. Additionally, I waive any rights and royalties or other compensation
arising from or related to the use of information obtained from the recordings.
By signing this form, I acknowledge that I have completely read and fully
understand the above release and agree to the outlined terms. I hereby release
any and all claims against any person or organization utilizing this material.
Signature of Participant:

Date:

Signature of Principal Investigator:

Date:
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